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Abstract 
This research explores the practices of a Special Education leader and their 
workgroup to enact inclusive curriculum policy. A critical ethnographic study 
investigated the exclusionary and inclusionary practices and interactions between 
members of the work group that influenced the education of secondary school 
students with a disability. Data was collected over 12 months through a number of 
observation techniques and semi-structured interviews. Various analysis methods, 
including pragmatic horizon analysis and cultural circuit’s model, were used to 
reveal a complex set of practices of power within the group. These practices of 
power, especially those related to discourse, were significant because they enhanced 
or limited the enactment of inclusive curriculum policy for secondary school students 
with disability. 
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Chapter 1:   Introduction 
This research uncovers practices used by a school leader and their staff 
when enacting inclusive education policy for students. By determining how power is 
used to improve the situation for learners, in this case, those with disabilities, I gained 
insight into how one school leader attempted to overcome the exclusion of learners 
resulting from system and local pressures. This insight assists understanding about 
how schools enact inclusive practices for all learners rather than resorting to exclusive 
and specialised practices; e.g. programs where students are withdrawn to another 
classroom for specialised therapy or intervention. This is important as these exclusive 
and specialised practices have been blamed for maintaining lowered teacher 
expectations for students with disability that eventually result in lower student 
aspirations and achievement. 
To provide context to this research, this introduction contains a discussion 
about the major areas I believe influence inclusive practice in secondary schools. The 
rest of this chapter provides discussion about the differences in the special and 
inclusive education paradigms, Section 1.1; the importance of research into the 
practices of a secondary special education head, Section 1.2; the significance of past 
and current societal, legal, political and economic influences on the development of 
inclusive education, including the need for further research, Section 1.3; and standards-
based curriculum for students with disabilities in secondary schools, Section 1.4. These 
sections provide wider social context to the practices and interactions observed in the 
research setting. Topics discussed in these sections were relevant to this research. For 
example, curriculum reform in secondary schools has been reputed to be slower than in 
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other sectors (Forlin, 2005). As the research was undertaken in a secondary school, this 
information provided background to the speed of change at the research site. The 
information in these sections provides a context for the two research questions of this 
study. 
Research questions 
As foundational concepts behind this research, power and inclusive education 
are apparent in the research questions. 
1) What practices of power does a head of special education services use to enact 
inclusive education in a Queensland Secondary school? 
2) How and why do these practices influence interactions between members of 
the work group when implementing inclusive curriculum policy? 
These two research questions are significant and worthy of investigation as they 
focus attention on power, practices and interactions of the work group rather than 
focus on the behaviour of individuals. The significance of power as a leadership 
practice for investigation in schools is also relatively new in the education field 
(Thompson, Hall, & Jones, 2012) and questions that specify power, practice and 
interactions are perhaps useful in determining the practices at schools.  
Though this research has a focus on students with disabilities, it is not 
theoretically aligned with the academic field of disability studies. The focus of this 
research is leadership. For the purposes of this research, the definition of power that 
has been adopted aligns with the educational leadership field from the work of 
Giddens (1979, 1984), Weber (1978) and Carspecken (1996). Therefore, power 
accompanies all acts and is the means of getting things done through the use of 
resources (Benjamin, 2002; Busher, 2007; Giddens, 1994; Smeed, Kimber, 
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Millwater, Ehrich, 2009). These resources are classified as being used for command 
over persons (non-material) and also the command over resources (material) which 
are goods, technology and environment (Giddens, 1994). Weber (1978) and 
Carspecken (1996) provide this research with further detail types and functions of 
power. This is discussed further in relationship to educational leadership and this 
study in Chapter 3 as part of a theoretical framework. 
1.1 Differences: Special and inclusive education 
This research is theoretically aligned to the paradigm of inclusive 
education, as opposed to special education or disability studies. I acknowledge that 
inclusive education goes beyond the scope of disability. It is important to note that, 
although disability is only one area of diversity found in schools today, the 
implications of the research into successful practices for students with disability was 
relevant to all students. The way in which education systems respond to students with a 
disability can be a “barometer” of the quality of education for all students (Mitchell, 
2005). Stainbeck and Stainbeck (1996) have further observed that, “Good schools are 
good schools for all students” (1996, p. 49), and supporters for improved achievement 
of all students recognise this principle. However, there are practices related to power, 
system, school, and individual - that work for and against the development of good 
practice. For example, system and school-based specialisation and the segregated 
education of some students is a practice based on “...an alternative view of the world 
and the nature of schooling” (Slee, 2010, p. 12) that does not reflect commonly held 
definitions of inclusive education. Another example of how the system works against 
good inclusive practice is the use of categorisation of students based on ability. The 
categorisation of students based on ability here and particularly in the US,  
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…has been institutionalized into the educational system through federal 
and state legislation. In fact, schools are not only allowed to categorize 
students into homogenous groups of underachieving students, they are 
encouraged to do so by funding systems that allocate monies categorically 
(Doyle, 2004, p. 354).  
The categorisation of students can lead to a discourse that is reflected in the system, 
school and individuals. This discourse reflects an ideology that there is something 
wrong with certain “…individuals; they are defective or deviant and they must be fixed 
so that they can be normalised into the mainstream of society” (Doyle, 2004, p. 357). 
For example, students may be referred to as their level of disability categorisation e.g. I 
teach three level 5 ASDs (Autism Spectrum Disorders). The competing discourses 
between special education – that values assessment, categorisation and intervention -  
and inclusive education – that values a strength based approach - is an ongoing tension 
between teachers in some schools.  School leaders can analyse the discourse used in 
their school as a resource to facilitate and challenge exclusion based on ability and 
normalisation (Doyle, 2004).  
1.1.1 Competing discourse 
I recognise the premise that specialisation and exclusive practices in some 
schools, continue to validate and fuel the concerns of classroom teachers who they are 
not competent, prepared, or resourced to teach the diverse range of learners in their 
classes (Allan, 2008). The discourses around inclusive education sometimes focuses on 
how hard inclusive education is to achieve (Allan, 2008). Teachers are bombarded 
with the implicit and explicit messages by peers, community, and leaders that inclusive 
curriculum is ‘too hard to achieve’. The language and practice of specialty about 
learners and programs compound the confusion felt by teachers regarding the 
responsibility for the education of students with disability, and whether they have the 
required specialised skills to meet the needs of students with disability. Furthermore, 
 Chapter 1: Introduction 19 
some specialist teachers are seen to possess greater ability to control students within a 
segregated, specialised environment, thus becoming a source of esteem of the leaders 
of these environments and a source of power in the eyes of other mainstream staff 
(Busher, 2002). Intervention by specialist staff in specialised, segregated settings may 
increase the feelings of inadequacy of general education trained staff in providing 
curriculum for students with disabilities in their classrooms. 
It is easy to see how school staff are convinced that education for students 
with disability requires specialisation and increased economic resources. The media 
maintains the untruth that special education takes money away from non-disabled 
children and reallocates it to disabled children (Johnson, 2003). Powerful advocacy 
groups that are linked to special education and segregated settings are allegedly 
supportive of inclusive education policies, though continue to question the efficacy and 
efficiency of inclusion by citing economic and human resource issues and by 
perceiving inclusion is a “utopian view” (Forbes, 2007). These special education 
groups in Australia advocate for educational services that place themselves in the 
important, centre of the “educational village” (Forbes, 2007, p. 70) as a separate, 
specialised educational place that is central for working support to the rest of the 
educational community. Advocates for this, believe that the specialist school should be 
in the middle or centre of the educational community for all schools and act as experts 
supporting adjoining mainstream schools. As experts at the centre of the educational 
community, these special education groups attempt to maintain focus on specialisation 
as the basis of education for students with disability. However, the existence of dual 
systems, specialisation and categorisation of students by their disability has been 
attributed by some to increasing exclusionary practices (Allan, 2008; Graham & Slee, 
2008; Slee, 2010). 
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The resulting promotion for specialisation by powerful advocacy groups 
maintains the continued perception by teachers that they need to resort to and advocate 
for exclusive and specialised practices such as special education programs. These 
programs have little or no research base to support their use to improve achievement 
(Fisher & Meyer, 2002; Hattie, 2009; Shaddock, McDonald, Hook, Giorcelli, & 
Arthur-Kelly, 2009) and, in fact, may disadvantage students (Loreman, Deppeler, & 
Harvey, 2005; MacArthur, 2009. This is important because this study observed 
practices and interactions of staff at a special education program that influenced 
inclusion and exclusion of students. 
Though the language used in Australia’s legislation and policies appear to 
be committed to inclusive education, practices in schools may not meet this rhetoric: as 
happens in many other countries (Mitchell, 2005). Schools and individuals may 
continue to recreate social practices in schools, such as the forms of exclusion 
mentioned above, experienced in the wider community (Giddens, 1984). Queensland 
in particular has been criticised as failing to be “authentically inclusive” (Slee, 2008), 
because its education system still uses methods of identification and categorisation for 
students with disability that is at odds with the inclusive paradigm. The content of the 
Education Queensland Directorate of Student Service’s Inclusive Education Website 
contains information that Education Queensland provides advocacy and advice and 
policy that is “responding to the needs of students with disabilities”, within the broad 
framework of inclusivity (Education Queensland, 2007. At the same time Education 
Queensland is “delivering programs of special education”. The provision of special 
education programs within an inclusive education framework is theoretically and 
philosophically inconsistent. 
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   Inclusion cannot completely occur where exclusive, specialised and 
segregated settings exist (Loreman et al, 2005; MacArthur, 2010). Like many 
reforms, inclusive education relies on changes to the practices within schools and 
individuals. Outcomes for all students are not going to be improved until the 
behaviour of adults is changed (Ainscow & Sandill, 2010). Changes in adult 
behaviour at the school level need to start with the school staff. These changes 
cannot be achieved without the determined use of the range of power and resources 
available within schools that alters adult behaviour. Ainscow and Sandill (2010, p. 
412) outline how change might be accomplished, “…in effect, enlarging their 
capacity to imagine what might be achieved, and increasing their sense of 
accountability for bringing this about”. Change in adult behaviour may  involve 
“...tackling taken for granted assumptions, most often relating to expectations about 
certain groups of students, their capabilities and behaviours” (Ainscow & Sandill, 
2010, p. 412). 
1.2. Secondary Special Education Head 
As school staff are capable of making things happen through intervention 
and transformation, and the use of power (Giddens, 1984), a discussion about how this 
happens, and how power accompanies all action, is relevant to this research. In this 
section, I define power as it is a focus of the research questions and the term has been 
adopted in various ways by theorists. In this study, power refers to the means of getting 
things done (Giddens, 1984) through the use of resources. I have also used the work of 
Weber which incorporates forms of leadership (1978) and Carspecken which 
incorporates types of leadership (1996). The concept of power is important to this 
research as power relies on the ability of a person to use these resources (see chapter 
3). To use power staff need to have the knowledge of how to plan and use resources. 
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The relationship between power and knowledge can be demonstrated and observed 
through the discourse of groups (Fairclough, 2006). Whether leadership is bestowed or 
claimed, members of a social group may have differing access to power to make things 
happen through their resources, including their own discourse. Power may then 
influence the effectiveness of school reforms such as inclusive education. 
There is much literature about the effect of school leadership and its 
influence on school reform and student achievement (Fullan, 2006; Leithwood, & 
Riehl, 2004). It is acknowledged widely that effective leadership contributes positively 
to the development and achievement of inclusive education (Ainscow & Sandill, 2010; 
Aleman, 2009; Armstrong, Armstrong, & Spandagou, 2010). A multitude of styles and 
types of leadership have been determined, including leading with a moral purpose 
(Fullan, 2006), having change management skills (Burnett, 2005), and, developing 
learning communities (Senge, 2000). This research does not intend to determine the 
importance of these well-known traits and practices. Observations and analysis of   
interactions through the lens of power were carried out rather than observations of 
leadership styles.  
My experience in the area of curriculum policy implementation in schools 
was that the school leaders hold, withhold, and wield power as practices that influence 
inclusive education. For example, when a leader sees inclusive education as purely a 
professional learning priority, it may become an activity simply to be ticked off. As one 
principal said to me in reference to professional learning for inclusive education, 
“We’ve done inclusion”. This dialogue does not reflect great leadership in the eyes of 
many commentators; however, it does indicate practices of power. The principal used 
power by withholding any further access to or resources for professional learning 
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because it had been done. The principal did not consider inclusion as an ongoing 
educational reform that required multiple long-term professional learning.   
Though I acknowledge that power is not exclusively exerted by the person 
in a leadership role or position, there are many members of a social group who have 
agency to create or limit change through practices of power (Giddens, 1990). Within 
the team, anyone can take on a leadership or linking role including teachers, teacher 
aides, parents, and students (Margerison & McCann, 1985). Development or 
enactment of inclusive education cannot be left in the hands of one or two people in a 
school community, as the “...causes of exclusion run deep in the architecture of 
schooling” (Slee, 2006 p. 102). However, an individual leader may purposefully or 
inadvertently maintain this architecture of exclusion.               
Some academic commentary reflects the increased recognition of middle 
level leaders such as heads of department, coordinators, and managers, to assist 
schools to improve outcomes of students with disability through inclusive practices 
(Burnett, 2005; Layton, 2005; Szwed, 2007). Within the research setting, power 
employed by one leader, Head of Special Education Services, to develop inclusive 
education practices, was observed and analysed. The premise behind the choice to 
observe and analyse these practices was that leaders at any level may choose to 
withhold or hold power to achieve inclusive education.  
 In the state of Queensland, Australia, the context of this study, the middle 
management position description of the Head of Special Education Services 
(HOSES) includes specific mention of leadership skills required to carry out their job 
(Appendix C). For example, the Head of Special Education Services can lead special 
education program staff to develop, articulate, and commit to a shared educational 
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vision focussed on providing quality learning outcomes for all students (Education 
Queensland, 2007. Some Heads lead programs that have larger student and staff 
numbers and are more complex than some small primary schools and some large 
special schools. The Head of Special Education Services are sometimes equally 
financially recompensed; however, within the educational community, the role of 
Head is not always valued as one of leadership. The HOSES’s role is not seen as one 
that plays a positive part in educational reform and policy implementation outside the 
boundaries of the special education program. In a recent study of the experiences of 
Queensland parents in inclusive education, one parent described the importance of 
the Head of Special Education Services for maintaining some families in the school 
through their practice. For example, “…the only person in that school at the moment 
that is keeping us there” was the HOSES (Carrington, 2010, p. 16). School members 
do not always see the value of the leadership of the Head of Special Education in the 
whole school community.  
An assumption of this research is that without the increased value of, and 
developing the leadership skills of Head of Special Education, there will continue to 
be issues with misalignment of teacher beliefs to curriculum planning and delivery 
policy. This ultimately influences the underachievement of all students with diverse 
learning requirements, not just those with disability. The importance of leaders and 
administrators “working together collectively (to) impact relationships within the 
school community” (Grenier, 2010, p. 393) is also acknowledged in this research. 
The concept of teacher leadership or teachers as leaders is widely purported as being 
instrumental in cultural, curriculum, and pedagogical change (Crowther, Ferguson & 
Hann, 2008). I recognise that there is a shift from individual leadership to collective 
leadership in academic literature (Spillanne, Halverson, & Diamond, 2004). 
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However, the school leaders ultimately apply practices of power that aim to 
encourage, develop, and maintain leadership of teachers. Grenier (2010) discusses 
the concepts of power and inclusive education by highlighting the importance of 
school leaders to apply strategies that ensure collaborative practices, challenge 
“teacher autonomy in order to enhance the teaching learning process” (p. 398), and 
support student ability and strengths and influence teachers to do same. Findings of 
this research pertain to the importance of the practices of power the middle level 
leader uses to enact inclusive curriculum. 
1.3 Inclusive education: past and present 
This section provides an overview of the history of inclusive education. Pivotal 
international events that influenced changes of approach to the education of students 
with disability will be discussed here in the sections titled, social perceptions (1.3.1); 
legalities and policy (1.3.2): and, effectiveness and economy (1.3.3). This content is 
relevant to this study because some educators’ beliefs about the education of students 
with disabilities are entrenched in the past. There are a number of historical periods 
identified in academic literature relating to the education of students with disability 
and other marginalised students that provide a context for this research. The terms 
ignoring, segregating, integrating, and inclusion (Figure 1.2) have been drawn from 
academic discussion about the history of disability in education (Lynch & Adams, 
2008). These terms are defined here because they are key terms used in this research, 
and they are central to research from a critical orientation, which seeks to examine 
issues of power, exclusion and inclusion.  
I acknowledge that inclusive education is not just a special education reform 
and that the terms in Figure 1.2, Periods of historical development of inclusive 
education, are relevant to the history of inclusion of many diverse learners in 
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research with a context of where, when and how inclusive education has developed. 
These events are important to research in education today as some educators still 
think and act in ways that reflect a past era in education and comparisons are made to 
actions of these educators. Additionally there continues to be tension between special 
education and inclusive education communities about approaches to education of 
students with disability. One tension has been the use of labels to identify those who 
are perceived as different. Osgood (2005) presents the influence of European 
physicians and religious figures in the seventeenth century, who were at the 
“forefront of identifying and labelling” groups of people who were different in some 
way such as disability, race, poverty, and suggesting how these groups should be 
treated. Treatment of so many groups in the era of ignoring was grounded in “fear, 
suspicion, contempt and cruelty” (p. 18). As a result of the lack of understanding, 
most conditions were ascribed to demonic and satanic possession, and led to 
stigmatisation, banishment, or even extermination (Osgood, 2005). The language of 
disability and difference reflected this treatment. 
Generally the language of society “…reflects our perceptions, beliefs and 
understandings of our world” (Christensen & Rivzi, 1996, p. 63), this language “also 
helps to shape those perceptions” (p.63). In the 1800s, the advances in medical 
research led to an era where people with disabilities were ‘diagnosed’ with a 
condition and a regimen of treatment was established. The vocabulary used within 
society to shape these perceptions since the 1800’s has been based on the influence 
of this “medical model” when referring to disability (Christensen & Rivzi, 1996; 
Ferri & Connor, 2006; Osgood, 2005; Thomas & Loxley, 2007). This categorisation 
was also linked at the time to groups of people who were considered ‘feebleminded’ 
as a result of their environment or race (Osgood, 2005). In the 1900s, words such as 
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moron, imbecile, and idiot entered society’s language as a result of standardised 
intelligence testing and are still part of our language today in some quarters 
(Christensen, 1996; Osgood, 2005). Though not totally a result of this model, 
particular groups of people were segregated from society, with the intent to cure or 
treat their condition. Along with political and economic factors, Special Education 
became a response to this social move to treat the condition of some groups of people 
(Christensen & Rivzi, 1996; Osgood, 2005). 
Christensen & Rivzi (1996) and Osgood (2005) argue that the era of the 
medical model was not sustained in international education communities as societies’ 
values related to groups once on the ‘edges of society’ began to change. Thomas and 
Loxley (2007) also provide an extensive discussion about the importance of 
societies’ values in the development of inclusive education. The terminology in the 
eras of ignoring and segregation, “intersected with social values and cultural norms 
of the time” (Christensen & Rivzi, 1996, p. 64). The civil rights movement in the 
United States in the 1950’s and 1960’s is acknowledged as the most important social 
reform influencing the development of inclusive education (Elkins, 2009; Osgood, 
2005; Shaddock, Giorcelli, & Smyth-King, 2007). This reform was responsible for 
breaking down the barriers of race segregation in the United States, and had 
universal influence on other marginalised groups of people. The values implicit in 
removing a child with a perceived difference from the classroom or who is isolated 
within the classroom, provided an important lesson to peers about the “educational, 
social and cultural responses to difference” (Ferri & Connor, 2006, p. 127). It can 
still be argued that not much has changed in schools since the social reform of the 
civil rights movement (Ferri & Connor, 2006) as some practices associated with 
special education continue to segregate some children. 
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The emergence of ‘social justice’ and the language that reinforces its values 
have now become part of the discourse related to inclusive education (Thomas & 
Loxley, 2007). However, “values have long had a bad press in a world that prides 
itself on its rationality” (Thomas & Loxley, 2007, p. 111), and are now emphasised 
as steering the development of an education that benefits ‘all’. This rationality 
supported the social justice discourse during the 1980s, when extensive research 
about the lack of educational benefit of segregated placements for students with 
disability started to question segregation as part of contemporary society (Shaddock 
et.al, 2007). Segregation in recent years has been raised again as a remedy for 
schools finding the education for all rationale hard to enact. This includes renaming 
of old types of segregation or invention of new forms (Slee, 2006). For example, 
special education units, classes and programs (QPPD, 2011). Recent calls for 
segregation are increasing because mainstream schools feel that they cannot possibly 
provide the resources required for children with special education needs (Lloyd, 
2006. In Queensland, the parents of people with disabilities believe the existence of 
segregated settings are increasing in number and may not reflect the values of a 
contemporary society that values inclusion (QPPD, 2011).  
The responsibility for schools to assist the “shaping of society” is an expressed 
aim of the Queensland Inclusive Education Statement – 2005 (Appendix B). The 
statement also includes a description of the international agenda to improve social 
justice and the need to build communities that “value, celebrate and respond to 
diversity” (Queensland Government, 2005, p. 1). Thus, developing the type of 
society in which we want to live. Specifically relating to the Queensland context, 
Graham and Slee (2008) remind us to look further than the policy and to the methods 
used by governments to provide an inclusive education. This is important when 
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system processes and practices, such as categorisation of students via their 
disabilities and placement in segregated settings are in direct opposition to policies 
espousing inclusivity (Graham & Slee, 2008). 
1.3.2 Legalities and policy. 
This section addresses policies related to equity in the state in which this 
research is conducted, and contextualises this study in the current global policies for 
inclusive education. Internationally, legislation and policy related to equity and 
education, now seeks to deliver more socially just practices to students by affirming 
the rights of all students to an education (Christensen & Rizvi, 1996). This right was 
not easily achieved and discussion of how it was achieved is important background 
for this research. An understanding of the history and intent of policy by the 
members of the school community is suggested as being a critical element of 
successful inclusive practice (Shaddock, et al, 2007). In United States history, the 
importance of legal decisions such as Brown v. Board of Education made fifty years 
ago, still have international relevance for educators (Ferri & Connor, 2005; Osgood, 
2007; Thomas & Loxley, 2007).The precedent that the Brown v. Board of Education 
case offers inclusive education is that to segregate any class or group of children, 
“even if done in equal facilities is inherently unequal...because of the stigma 
associated with separating students from the mainstream” (Ferri & Connor, 2005, p. 
23). The policies of the governments of the United States, Great Britain, and 
Australia as a result started to reflect the move from segregation to integration.  
The year 1994 was the year described by many commentators as the watershed 
year for inclusive education internationally (Shaddock et.al, 2007; Slee, 2007). The 
signing of the United Nations Scientific and Cultural Organisation Salamanca 
Statement (UNESCO, 1994) by 92 governments and 25 international organisations, 
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asserted the right of all students to receive their education in the regular classroom. 
The Salamanca Statement and its principles propose that because of the high level of 
global participation in its development that it provides the “best-cross cultural 
definition of inclusive education in action” (Peters, 2007, p. 7). This definition is 
reflected in the Inclusive Education Statement 2005 (Queensland Government, 2005) 
through its commitment to inclusive education. It is important to note that neither the 
Inclusive Education Statement, 2005 or CRP-PR -009: Inclusive Education Policy, 
developed to enact the Inclusive Education Statement, 2005, go as far to state that all 
students should be educated in mainstream classrooms as proclaimed in the 
Salamanca Statement. This could influence the continual tensions between those who 
align themselves with segregated and specialised education and those who advocate 
for education for all students in classroom at their local school. 
Promotion of the right for all students to be educated in mainstream schools 
was strengthened further by specific legislation in the United States, Great Britain 
and Australia “where national culture and values are disposed towards the 
recognition of diversity” (Shaddock et.al., 2007. p. 13). In the United States 
legislation, such as the Individuals with Disabilities Education Act (IDEA), has 
influenced significant progress for inclusive education. In Great Britain, the Warnock 
report (1978) led to the development reform acts including the Special Education 
Needs and Disability Act of 2001 (Her Majesty’s Stationery Office, 2001), which 
legislated that children with special needs should be educated in mainstream schools. 
In Australia, the Disability Discrimination Act (DDA) gave specific attention to 
discrimination in education which led to the development of its accompanying 
Education Standards in 2005.  
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Policy and legislation that refer to inclusivity were pivotal to educational 
change when describing the social context of Northern Ireland, where segregation 
features in every aspect of life (Smith & Barr, 2008). Conversely, analysis of the 
effects of the policies of inclusion in the United Kingdom found that they “have done 
little to increase genuine access to the mainstream...and may well have even 
increased exclusionary practices therein” (Lloyd, 2006, p. 221). The economic 
advantages of inclusive education have been reinforced when the social or legislative 
argument is not seen as valid. This is important to this study as the discourse of 
economic advantage is used by policy writers when the moral or legal requirements 
are overlooked by school staff. 
1.2.3 Effectiveness and economy of inclusive education. 
The discourse about the cost of education for students with disabilities is 
relevant to this study as it is used by staff to justify or explain practices. The civil 
rights movement and the consumer movement simultaneously contributed to the 
questioning by educators about the cost effectiveness of separate or segregated 
placement of groups of students (Shaddock, et.al, 2007). Content of theme papers 
presented to the World Conference on Special Education Needs: Access and Quality, 
Salamanca Spain (1994, p. 32), reinforced that, “Most children with special 
education needs can be successfully and less expensively accommodated in 
integrated rather than fully segregated settings”. This idea of saving money attracted 
many systems to experiment with inclusive education and failed (Connor & Ferri, 
2007). The Education Queensland, Inclusive Education Statement, 2005, does not 
reflect explicitly this cost effectiveness advantage of inclusive education. It does, 
however, reflect the need to develop social capital through the development of its 
citizens to successfully contribute to Queensland’s position in the global economy. 
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The Statement reflects the Queensland Government’s (2008) Smart State Strategy: 
Queensland’s Smart Future, 2008-1012. This aligns with what Lloyd (2006) asserts 
that inclusive education policy has become about preparing students for the job 
market and competition in the global economy rather than a social justice thing to do.  
The influence of the standards-based education reform in Great Britain and the 
United States, which seeks to “improve national competiveness and the efficiency of 
their school systems” (Black-Hawkins, Florian, & Rouse, 2007, p. 9), provides us 
with a new historical influence on inclusive education and is discussed further in 
Chapter 3. 
Segregated education of students with disability has been examined in the 
standards-based environment and has been seen to be very expensive and a means by 
which schools that are under pressure might ‘hide’ their lowest achieving students 
(Rouse & McLaughlin, 2007). In Great Britain, Inclusive Schooling: Children with 
Special Education Needs (2001), that provided statutory guidance for schools, and 
contains the statement that all children should receive a mainstream education, unless 
such education is incompatible with the ‘efficient’ education of other children 
(Lloyd, 2006. These tensions between market-based reforms, standardisation, and 
social justice will provide researchers in inclusive education with another period of 
history to explore in the future.  
1.4 Standards-based curriculum and students with disabilities 
This section is included to provide a context to this research about why the 
standards-based curriculum reform has influenced the education of students with 
disabilities in secondary schools. Inclusive education reform in itself is “arguably the 
biggest challenge facing school systems” (Ainscow, 2005, p. 182). That is of course 
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if schools they have accepted this challenge in the first place. The standards based 
education reform has had a varied effect on teachers and schools internationally and 
has mostly been perceived as challenging (Perna & Davis, 2007). This international 
context is relevant to this research as in Queensland, the inclusive education and 
standards-based education reform agendas allegedly align through “a curriculum for 
all”, the P-12 Curriculum Framework (Queensland Department of Education and the 
Arts, 2008, p. 11). This policy in turn reflects the Inclusive Education Statement 
(Queensland Government, 2005), a substantive policy document. The P-12 
Curriculum Framework (Queensland Government, 2008) has since been replaced by 
a national standards-based curriculum. However, the Inclusive Education Statement 
(Queensland Government, 2005) remains a substantive policy document. Though 
individually challenging, the simultaneous implementation of inclusive education 
and standards-based curriculum appears to compound the challenge in schools. 
Schools perceive the inclusive and standards-based reforms to be in direct 
competition with each other (Dyson, Millward, &Gallannaugh, 2002; Rouse & 
McLaughlin, 2007). The challenge of implementing inclusive and standards-based 
curriculum reform agendas in the secondary school context is further complicated as 
implementation of any reform has been historically slower (Fullan, 2000; Senate 
Employment, Workplace Relations and Education References Committee, 2002; 
Vinson, 2002).  
In Australia, it has been acknowledged that curriculum adjustments for 
students with disabilities is demanding in secondary school systems because of the 
tensions of curriculum, highly structured timetabling, limited teaching time, lack of 
parental involvement, and inflexible teaching approaches (Pearce & Forlin, 2005). 
The system, as described by Pearce and Forlin (2005) and also Ainscow (2005), has 
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now changed to one based on standards. In the previous school reform of outcomes-
based environment number of Australian researchers made recommendations about 
how secondary schools could meet the needs of students with disabilities (Pearce & 
Forlin, 2005). Though dated aspects of these recommendations are still highly 
relevant as I was unable to find recent Australian research about how secondary 
schools meet the needs of students with disability in a standards-based curriculum 
context that now has substantially greater accountability and achievement demands. 
The structures and demands of secondary schools themselves may complicate 
and compromise inclusive practices (Ainscow, 2005; Pearce & Forlin, 2005). 
Australian research finds that a secondary school can be “disabling in itself, not only 
for students with disabilities but for any that does not fit neatly into the system” 
(Pearce & Forlin, 2005, p. 5). Further Australian academic commentary has called 
for an “urgent need” for further research and policy development in relation to the 
way secondary schools successfully include students with disabilities (Shaddock, 
Giorcelli, & Smyth-Lyon, 2007). In particular, they suggest further research could be 
done through “examination of exemplary settings” (2007, p. 85) as done through this 
research. 
The urgency for study about how secondary schools successfully include 
students in the standards–based curriculum is afforded even more importance by the 
recent recorded experiences of people with disability and their families in Australia. 
The recent report to the Australian Government, Shut Out by the National People 
with Disabilities and Carer Council, (2012)), amplifies the voices of people with a 
disability that the need for further research and policy development is required. 
I remember my Year 8 science teacher said she couldn’t wear my 
Microphone because it put holes in her clothes. I couldn’t do anything about 
it….she was the teacher – I was the student. For the record – I failed Year 8 
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science – and it had nothing to do with my ability because in Year 9 science, I 
had a teacher who wore the Mic and I topped the class (National People with 
Disabilities and Carer Council, 2012, p. 46), p.  
For many educators the above quote is alarming. More frightening is that the 
report found that more than 29% of research respondents felt that the education 
system acted as a barrier to achievement and independence in their lives (Australian 
Government, 2009, p. 47). We could ask what has happened to providing an 
education for all. The term curriculum for all is synonymous with education for all, 
as demonstrated in the definition of curriculum by the Queensland Government. 
Curriculum is dynamic and encompasses the learning environment, resources, 
teaching approaches and strategies, assessment programs and methods, the values 
and ethos of the school, and the relationships and behaviours among students and 
teachers. These are all interconnected and provide the experiences that contribute to 
student learning (Queensland Department of Education and the Arts, 2008).The 
practices within schools may not reflect the discourse or global agenda for a 
curriculum for all even though the policies impacting on the work of teachers are 
clear that they should enact it. There are a number of competing discourses presented 
to schools (Graham & Slee, 2008). Policy and procedures can influence staff 
misunderstanding of a ‘curriculum for all'. For example, terms used in the 
Queensland system, such as special education program and Head of Special 
Education Services, may perpetuate the need in the minds of some exclusive 
programs and settings for individual cohorts of students and competes with the 
agenda of curriculum or education for all.  
After researching the practices of successful teachers who enact an education 
for all, Australian researchers, Shaddock et al (2007), identified common 
characteristics of successful schools and teachers. They noted that successful 
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teachers demonstrated awareness of relevant legislation and policy, and the 
implications on their daily work. In addition to this awareness, they also found that 
school leaders played a “pivotal role in supporting inclusive practice” (Shaddock 
et.al, 2007, p. 10) that is now evident in policy and legislation in Australia. Many 
Commonwealth and State legislation, and policies related to the concept of education 
for all, impact on the work of Queensland teachers in schools. These policies are 
explicit in their reference to an education for all. However, knowledge of policy and 
effective leadership in isolation may not lead to successful implementation of any 
policy (Ball, Maguire, & Braun, 2012), especially those policies that espouse an 
education for all.  
Further complicating successful implementation of inclusive curriculum policy 
in secondary schools is that special education program teachers, who commonly are 
responsible for programs for students with disability, have been criticised for having 
low expectations for the achievement of their students (Rouse & McLaughlin, 2007). 
These expectations are reflected in some individual education goals developed by a 
teacher that narrows a student’s curriculum, and thus, having the “most insidious 
ablest assumption: that people with disabilities are not intellectually able” (Katzman, 
Gandhi Gruner, Harbour, La Rock, 2005, p. 25). This is relevant as this research it 
was undertaken in a secondary school. Many teachers, including those in special 
education, believe the fallacy that students with disability are incapable of learning 
the general education curriculum (King-Sears, 2008). Through their actions, these 
teachers perpetuate the belief that these students require alternate standards to their 
same age peers, thus reflecting lowered expectations. Several researchers (Maccini, 
McNaughton, & Ruhl, 1999; Nagle, 2005; Palincsar, Magnusson, Collins, & Cutter, 
2001) have found that general educators with high expectations use advanced 
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teaching techniques, changing how students can learn not the what or standards of 
curriculum. Changing the emphasis to how students can learn a result making greater 
gains and being accountable for all their students including students with disability.  
One of the main premises of accountability for the achievement of all students 
in a standards-based reform is the requirement that schools hold high expectations 
for all their students (Masters, 2009). These expectations are reflected in shared 
patterns of behaviour of successful educational teams. For example, these behaviours 
may reflect the notion that students with disability in secondary schools are first and 
“foremost adolescents who are trying to understand, cope with, and respond to the 
pressures associated with comprehensive high school settings” (Deschler, 
Schumaker, , 2005, p. 3). It follows that school leaders must engage teachers in 
conversations that challenge behaviours that reflect the notion of ‘fixing’ students 
with disability by focusing on their individual deficits, with the intent to change them 
(Deschler, et al, 2005). Under the right conditions, these conversations about 
expectations may lead to shared patterns of behaviour that reflect high expectations 
in a curriculum for all. 
The major ideas presented in this introduction related to the ongoing and 
complex differences between special and inclusive education (including discourse); 
the secondary special education head; significance of past and present influences on 
inclusive education; and, standards-based curriculum for students with disabilities. 
These major ideas, as well as calls for further research on “… how mainstream high 
schools can accommodate students with disability, perhaps through the examination 
of exemplary settings” (Shaddock et. al, 2007, p. 85) has influenced the development 
of the research questions. The research outcomes and specific questions are explicitly 
linked to the concepts within the topics to be researched - power and inclusive 
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education. The findings of the following literature review informed the research by 
determining what is known in the area, what is still not known, and what knowledge 
this research contributes to the area (Wallace & Wray, 2006).
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Chapter 2:  Literature Review 
This chapter presents a critical analysis of the literature that informed the 
conceptualisation of this research. I found a gap in the academic literature between 
what is known and unknown (Wallace & Wray, 2006) about power relations and 
roles in the decision making of leaders and their team in a special education context. 
Relevant literature was critically reviewed under the broad topics of curriculum and 
students with disabilities in secondary schools. The results of the literature review 
indicated these topic areas were related to each other within the educational context. 
For example, teacher expectations about students with disabilities not only effect a 
student’s participation in education but also their achievement (Defur, 2002).  
The following review of key themes in the literature about curriculum is 
organised into sections. These sections are titled policy (2.1), participation (2.2), 
achievement (2.3) and curriculum planning (2.4). An iterative process was used to 
review the literature relating to school leadership, curriculum and students with 
disabilities. As a result, certain words reoccurred in the reports, commentary, and 
research about students with disabilities and standards-based curriculum. These 
words provided themes for the organisation of and the analysis of literature. These 
themes - equity, expectation, accountability, performance, alignment, and 
collaboration - ultimately informed the development of the theoretical framework 
supporting this research. 
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2.1 Policy  
          Policy is described by Althaus, Bridgman & Davis (2007, p. 5) as “…an 
authorative statement by a government about its intentions.” Marginson (1997) 
emphasised the importance of education policy as the education system is one of the 
“…largest single functions of the government” (p. 4). Therefore, policy is intended to 
shape education so as to “…shape people as citizens” as “…citizens are not born but 
made” (Marginson, 1997, p. 5). The cycle of policy creation, implementation and 
enactment is complex as it “…is created amid uncertainty, and tested in the most 
demanding circumstances” (Althaus et al.2007, p. 7). One advantage for the 
existence of policy in educational sectors is the view that policy will provide a shared 
understanding, consensus, and strategy for realising improved educational results 
(Mingat, Tan, & Sosali, 2003).  
Educational policy can be considered, “…a key ingredient for encouraging 
cooperative and synergistic action” (Mingat et al., 2003, p. 73). These policies can be 
seen as a “productive resource” for schools for developing their inclusive practices 
(Dyson & Gallanaugh, 2008 p. 473). The view that schools need to refocus on the 
intent of the policies directing them provides the basis for the discussion of policy 
and legislation in this review. Policy can become a resource to assist school leaders  
persuade and influence others to get things done (Giddens, 1994).This first part of 
the literature review outlines policy and legislation impacting on educators in 
Queensland and Australian secondary schools. 
2.1.1 Defining Policy for students with disabilities. 
 
Policy is a resource that provides leaders with a tool to develop a shared 
understanding, consensus and strategy for realising improved results in schools 
(Mingat et al., 2003). However, Apple (2004, p.xii) reminds us that policy may assist 
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schools to “…re-create conditions that mirror” undesired economic, political or 
cultural ideologies that compete with the realisation of schools’ inclusive values 
(Ainscow & Sandill, 2010). Policy is not an “unambiguous thing” (Colebatch, 2006, 
p. 3) that governments do. Policy involves people in social settings. These people or 
participants have different perspectives and the policy is ultimately influenced by the 
processes, systems and shared patterns of interactions and understanding of these 
participants (Considine, 1994). This is especially important when participants see 
policy as a resource for challenging the current order and maintaining a right to 
participate (Colebatch, 2002). Indeed, policy can act, through its participants, as a 
vehicle for control (Colebatch, 2002) or even a “public exercise of power” 
(Considine, 1994, p. 35). These participants may include those who directly benefit, 
those who are interested in the economic significance of allocation of public monies, 
and those completely against the values behind the policy (e.g., government 
subsidisation of education for specific cohorts of students) (Mingat, et al., 2003). 
Policies related to equity issues attract interest from a variety of participants, and are 
often the subject of public debate (Mingat, Tan & Sosale, 2003). This includes 
policies related to inclusive curriculum that are sometimes seen as more of “mindset” 
than a policy (Allan, 2008). 
 
2.1.2 Education Reform and Policy for students with disabilities in 
Australia and internationally. 
Educational reform initiatives are a result of many things including the 
changing international and national policies. Reform requires enactment of these 
policies. Related policies and the standards-based reform were seen as a result of the 
drive for greater accountability and educational equity (Katzman, Ganghi, Harbour, 
& La Rock, 2005; Nagle, 2005; Rouse & McLaughlin, 2007). Underlying this drive 
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globally was the implicit message that education was for all students. This emphasis 
on all has not always been the case, for example, as policies worldwide in the 1970s 
focused on access and participation of students with disabilities in educational 
programs (Defur, 2002). The era of policy aligns with the integrating period of 
inclusive education. During the era of integration, accountability for the achievement 
of educational outcomes for students with disabilities in Australia and 
internationally, lay with the Individual Education Plan (IEP) process (Defur, 2002; 
Rouse & McLaughlin, 2007). The IEP process led by teachers who had a deficit view 
of disability was blamed for contributing to the further segregation of students as it 
was “...embedded in a notion of individual need focussed on individual deficit or 
pathology” and functioned as “...compliance documents in the process of referring 
students to special education” (Christensen & Rizvi, 1996, p. 71).  
During this period the lack of success of special educators to improve 
outcomes for students with disabilities in a significant way was blamed on some 
teachers having “…low expectations that narrowed student access to the general 
curriculum” (Defur, 2002, p. 204). In the US the Individuals with Disabilities Act 
(IDEA, 1997) attempted to counter this by determining that participation in the 
general standards-based curriculum and state testing by and reporting of their 
progress was students with disabilities mandated. Therefore, it was expected that 
students with disabilities would be taught the general curriculum and tested on their 
progress. The IEP would then reflect goals based on the general curriculum standards 
not simply one or two individual goals that limited student participation and 
ultimately their achievement. In Queensland, the IEP is now not a mandatory 
planning tool, as educators have realised these limitations (Morton, Rietveld, Guerin, 
McIllroy, & Duke, 2012).   
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Standards-based curriculum policy. 
Standards-based curriculum reform was first introduced into educational policy 
in the US in 1995 (Hardmam & Dawson, 2008; McLaughlin & Rhim, 2007) and then 
approximately a decade later into Australian policy. Elements of this standards-based 
reform included; 
 common curriculum content all students are expected to reach;  and 
 Student achievement assessed against state determined standards of content.  
This new direction in curriculum delivery and assessment had implications 
especially for teachers of students with disabilities who, for the first time, had the 
same achievement expectations of content for students with disabilities as their 
mainstream non-disabled peers. As a result, there was academic interest in how 
students with disabilities, especially those with disabilities in mainstream schools, 
would benefit or not from this reform. There was also interest in how teachers would 
respond to the increased expectations now on them. Areas of interest for research and 
analysis included the participation and achievement of students with disabilities in 
standards-based reform, where expectations were the same for all students, as well as 
the curriculum planning implications for teachers of students with disabilities to meet 
these expectations.  
Academics in the US and the UK have had over a decade to discuss, analyse 
and research implications for students with disabilities in this standards-based 
environment. A major impact of the research about standards-based reform was how 
school systems were held accountable for the achievement of all students, including 
those with disabilities (Hardmam & Dawson, 2008; Katsiyannis, Zhang, Ryan, & 
Jones, 2007; McLaughlin & Rhim, 2007). Traditionally, accountability for students 
with disabilities had been an “individually negotiated, private” (Rouse & 
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McLaughlin, 2007, p. 25) practice through the IEP process. This process determined 
individual goals for students that were sometimes completely diverse from the 
mandated curriculum (McLaughlin & Rhim, 2007). In a standards-based 
environment, it was recommended that the “…academic content and achievement 
standards define the ultimate goals of education for all students” (Rouse & 
McLaughlin, 2007, p.95). For many educators, the move from an individualised 
curriculum for some students with disabilities, to one based on the general 
curriculum and inclusion of students with disabilities in high-stakes testing, 
challenged the long established existing pedagogical, curriculum planning, 
assessment, and reporting practices of teachers for students with disabilities. 
Ultimately, this challenged their expectations for their students’ achievement and 
ultimately their practice.  
In Australia, the National Curriculum (ACARA, 2009) was being phased in 
from 2009-2012. This curriculum was standards-based and was intended to align 
curriculum of the states for consistency and increased improvement.  However, at the 
same time, in Queensland, parts of the state standards-based curriculum framework, 
P-12 Curriculum Framework (Queensland Department of Education and the Arts 
2008) were implemented by the Department of Education after a trial of two years. 
Queensland schools were in a situation where some subject content and achievement 
standards for years one to nine were directed by a state curriculum, for example, the 
Arts. At the same time other subjects, such as English were directed by the national 
curriculum. The senior year’s curriculum for years 10 to 12, in 2011 was provided by 
the state authority and was still being considered by ACARA, the national authority.  
Just as the proposed Australian Curriculum intended to do, the Queensland 
framework defined what was important for all students to learn. The content 
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standards were statements of what was important to learn and were called the 
Essential Learnings (ELs). These ELs provide a common curriculum for all 
Queensland students in years one to nine, including those with disabilities 
(Queensland Department of Education and The Arts, 2005). Their structure of 
content standards and their intent are comparable to the US and UK education 
standards statements. The Early Years Curriculum Guidelines and Senior Syllabus 
Standards are also included in the P-12 Curriculum Framework.  
 The P-12 Curriculum Framework also determined achievement standards that 
described the progress and quality of student achievement, including the achievement 
of students with disabilities, in attaining the ELs (Queensland Department of 
Education and The Arts, 2008. Queensland students with disabilities were 
encouraged to participate in state and national testing programs, as an accountable 
and equitable practice. At the same time, the Australian Curriculum creators also 
encouraged this participation (ACARA, 2009). Australian schools were now faced 
with similar issues experienced by US and UK schools when providing an education 
for all that implied greater accountability and equitable school practices. Because of 
the existence of US legislation exemption from testing in the standards-based 
environment was no longer an option; “in fact, to do so violated a student’s civil 
rights” (Defur, 2002, p. 204). Though the legislative situation is very different in 
Australia, which is not based on civil rights, the Disability Discrimination Act 
provides a basis for greater accountability and equitable school practices for students 
with disabilities. 
The assumption behind the move to include students in state-wide testing was 
that participation in high-stakes testing would influence teachers to have higher 
expectations of student achievement and contribute to a culture of education for all 
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(Gartner, Lipsky &, Kerzner, 2005; Nolet & McLaughlin, 2005; Rose, 2007). This 
move influenced the perspective of many that standards-based curriculum could be 
seen as a positive move toward greater achievement for all learners. Another 
assumption behind the move was that assessment data would be used to “make 
improved individual instructional decisions” (Defur, 2002, p. 204) for students with 
disabilities. The US No Child Left Behind Act of 2001, provided even more specific 
accountability requirements for how students with disability were to participate in 
testing, and how their scores would be reported (Nolet & McLaughlin, 2005; 
Shippen, Houchins, Calhoon, Furlow, & Sartor, 2006). School and teacher 
accountability to the achievement of all learners within a standards-based curriculum 
is a positive one. However, these measures of accountability have forced change to 
existing, long established education practices for teaching students with disability. 
Influenced by the premise of education for all, in 2004, as discussed earlier, 
changes were made to the US IEP policy to ensure that an individual student with a 
disability had access to the general education curriculum (Nolet & McLaughlin, 
2005). This change meant that the IEP now needed to be closely aligned to the 
educational standards or curriculum (Browder, Wakeman, Flowers, Rickeleman, 
Pugalee, & Karvonen, 2007; Perna & Davis, 2007; Quenemoen, Lehr, Thurlow, & 
Massanari, 2001). It was hoped that this alignment would influence higher 
expectations for the achievement of the curriculum by students with disabilities. The 
word expectation was commonly found in the discussion about access for students 
with disabilities to general curriculum content. As discussed earlier, the 1997 
amendments to US policy required that students with disabilities had access to the 
general curriculum – ‘a curriculum for all’. Though, the expectation for students with 
disabilities was focused “squarely on the curriculum” (Pugach & Warger, 2001, p. 
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194), the IEP was now required to have clear links to grade level content (Browder, 
et al., 2007). This change in focus was also seen in Australia. In Queensland, a recent 
professional development program, “On the Same Page” (Education Queensland, 
2009), in one educational region provided teachers with explicit instruction about 
how they can link IEP goals to the mandated curriculum set for all learners, thus 
demonstrating higher expectations of learning for their students. Further to this, the 
IEP is being phased out in many schools in favour of teacher written adjustments in 
curriculum plans (Morton, et al., 2012). 
Educational reforms and policies for students with disability in Queensland. 
The state and national legislation behind standards-based curriculum practice 
in Queensland is not as explicit regarding how teachers need to respond to planning, 
teaching, assessment, and reporting as it is in the US and the UK. However, there are 
many similarities that are implicit in Queensland and Australian legislation, and 
government documentation requires educators in Australia to respond in similar 
ways to their colleagues in the US and UK. Even though Australia’s policy and 
legislation is not civil rights based as in the US, it is related to the global movement 
for an equitable society. The writers of the UN Convention on the Rights of the Child 
introduced the term an education for all, in Article 28, when insisting that primary 
education should be “compulsory and available free to all” (UNICEF, 2013). Also as 
a signatory to the United Nations (UN) Convention on the Rights of Persons with 
Disabilities (2006), Australia has agreed to ensure:  
...equal access to primary and secondary education, vocational training, adult 
education and lifelong learning…Education of persons with disabilities must 
foster their participation in society, their sense of dignity and self-worth and 
the development of their personality, abilities and creativity (United Nations, 
2006, Article 24). 
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A number of Australian national and state legislation policies that reflected the 
concepts of education for all and equal access has impacted on the work of 
Queensland teachers. The following policies, legislation or statements that articulate 
the concept of education for all in Queensland included: The Commonwealth 
Disability Discrimination Act (DDA), Education Standards (2005); Melbourne 
Declaration on Educational Goals for Young Australians (2008); Education 
Queensland, Inclusive Education Statement, 2005; Education Queensland, CRP-PR-
009: Inclusive Education; and Education Queensland, P-12 Curriculum Framework 
and Guidelines for Students with disabilities. Table 2.1 contains a summary of 
relevant policies impacting on the work of Queensland teachers. The sections of the 
policy that directly refer to an education for all, including those students with 
disabilities, are included also. 
 As highlighted in Table 2.1, the concept of education for all was 
explicitly and implicitly implied within the legislation and policy found during the 
literature review. Its existence alone does not necessarily impute change in practice. 
The knowledge of the policy and its implications by teachers is an important factor 
contributing to successful curriculum implementation. Table 2.1. Education for all: 
references in Australian and Queensland policy documents. 
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Table 2.1 Education for all in relevant policy. 
Name of 
Policy/legislation/ 
statement 
‘Education for all’ concept 
identified 
Section 
Disability 
Discrimination Act 
1992, Education 
Standards, 2005. 
The standards are based on the 
position that all students, 
including students with 
disabilities, “should be treated 
with dignity and enjoy the 
benefits of education….on the 
same basis as students without 
disabilities” (2005, p.42) 
 
Parts 4 to 8. 
Melbourne Declaration 
on Educational Goals for 
Young Australians, 2008 
Australian schooling promotes 
equity and excellence.  
 
All students have access to high 
quality schooling (2008, p. 6). 
 
  Goal 1 
Inclusive Education 
Statement, Education 
Queensland, 2005. 
The Statement outlines the 
commitment to excellence for all 
students. 
 
Curriculum is intellectually 
challenging for all students and 
all students are provided with the 
teaching they need for success. 
 
Education 
Queensland’s 
commitment. 
Indicators of 
Inclusive Education 
– Teaching and 
learning 
CRP –PR- 009: 
Inclusive Education, 
Education Queensland, 
2008 
 
Inclusive education in Education 
Queensland supports all students. 
Maximizes educational and 
social outcomes of all students. 
 
Embed principle that inclusive 
education is part of all Education 
Queensland school practices, for 
all students all through their 
schooling. 
 
Statement of intent 
 
 
 
Responsibilities 
All Education 
Queensland Staff 
P-12 Curriculum 
Framework, Guidelines 
for Students with 
disabilities. 
All state schools will provide a 
curriculum to maximize the 
capacity of all students to 
achieve the essential learnings 
and standards, achieve 
certification and exit from 
schooling with the capabilities 
and values to be active and 
responsible citizens. 
 
Policy Statement 1 
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A curriculum for all 
demonstrates a commitment to 
enabling all students to access, 
participate and progress their 
learning and achievement with 
the intended curriculum. 
3.3 A curriculum 
for all: excellence 
and equity 
Researchers of the recent Victorian State Government Commission report 
found that 40% of teachers in Victoria were unaware of the existence of important 
policies, such as the Australian Disability Standards for Education 2005, which is 
part of the Disability Discrimination Act, 1992. As a result, “...too many Victorian 
schools...are failing to provide the services and support that students with disabilities 
need for a decent education” (Victorian Equal Opportunity and Human Rights 
Commission, 2012, p. 12). Queensland specific data was not found. However, it can 
be assumed that, as another state of Australia working from the same policy, an 
equivalent number of Queensland schools may also be unaware also of this important 
legislation. Effective teachers who enact inclusive practices are aware of relevant 
legislation and policy, and the implications on their daily work (Shaddock, et al, 
2007). These teachers are led by school principals who play a “pivotal role in 
supporting inclusive practice” (Shaddock et al. 2007, p. 10), and this is outlined in 
policy and legislation in Queensland.  
A vital role for school leaders in this policy context “is to dispel the perceived 
competition among reforms by showing educators how the values and practices 
representing heterogeneous education closely link with and reinforce other school 
reform endeavours” (Villa, Thousand, Meyers, & Nevin, 1996, p. 42). Queensland 
school leaders are able to use the content of legislation and policy to persuade 
teachers that education for all is not just another thing teachers need to deal with, 
and that, in fact, these policies and legislation support classroom planning, teaching, 
assessment and reporting practices to provide an education for all.  
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Policy tensions 
The difference between Australian and US policy is that US policy emphasises 
the specialness of students with disabilities, whereas Australian policy emphasises 
the right to access education on the same basis as students without a disability, with 
reasonable adjustments (Australian Government, 2005; Shaddock et al, 2007). 
However, the use of the terms such as special education and Head of Special 
Education (HOSES) in Queensland departmental and school documents adds to the 
continuation of the categorisation of groups of particular learners (Graham & Slee, 
2008). For example, this categorisation based on disability, when used by staff,  
conflicts with the ideals of a curriculum for all as “...the terminology used for 
classifying students also manifests itself in social interchanges that function to 
coordinate activities teachers value” and may become a “...mediating factor in 
teacher’s action or lack of involvement” (Grenier, 2010, p. 395). Further tensions 
caused by the choice of language used in inclusive, special and general education 
policies have also been identified internationally. 
International academics have commented widely on the tension schools 
initially felt during the standards reform when implementing two apparently 
disparate policies and legislated requirements of inclusive education and standards-
based reform (Defur, 2002; Dyson & Gallammaugh, 2007; Katzman, Ghandi, 
Harbour, & LaRock, 2005; Rose, 2007). Schools initially found themselves caught 
between two contradictory imperatives. The valued components of education for 
students with disability, flexibility, individualisation and collaboration, appeared to 
compete with common standards, standardised assessments, and a narrower 
curriculum (Katzman et al., 2005, Lynch & Adams, 2008). Increased tension was 
experienced by special educators as the shift from a separate highly specialised 
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curriculum for students with disabilities, changed to one based on inclusion and 
universal access. This threatened the underlying beliefs and practices of special 
education (Rouse & McLaughlin, 2007). Some academics went as far to describe the 
tension between education for students with disability and standards-based reform as 
an educational “train wreck” (Voltz & Fore 111, 2006, p. 332) waiting to happen. 
Others claimed that excellence for all in standards-based reform is simply a 
“rhetorical flourish” (Slee, 2007, p. 163). The concerns of Australian academics 
reflect those of their US and UK colleagues fifteen years prior.  
Early in the standards-based reform, some US educational writers advocated 
that there was no contradiction between enacting standards-based curriculum at the 
same time as providing inclusive practices. This was because the barriers to learning 
were not determined by the curriculum but by the teacher’s choice of teaching 
techniques (Tomlinson, 2000). More recent commentary and research by US and UK 
academics have proposed that alignment between two alleged disparate policies has 
proven possible (Dyson & Gallammaugh, 2007). In the UK, Dyson and 
Gallammaugh (2007) cite their research of case studies where successful schools 
were able to make sense of “contradictory imperatives” (p. 476). They found that the 
national standards and inclusion agendas can be “mutually illuminating rather than 
contradictory” (2007, p. 476). These researchers emphasised that special education 
and standards-based reform can be both based on the same premises of equity and 
excellence by encouraging teachers to demonstrate greater equity by endorsing 
higher expectations for all students (Katzman et al, 2005; Skirtic, 2005). Common 
standards were fundamental to achieving educational equity through the promotion 
of higher expectations and a greater focus on instruction for students with disabilities 
in schools (Rouse & McLaughlin, 2007).  
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Other important tensions within this area include those related to the wider 
social issues about the ideology of neo-liberalism (Apple, 2004). Academics refer to 
neo-liberalism as a global ideology that emphasises, “...individual rights over 
collective rights and responsibilities, supports privatisation and a competitive market 
model as a way to organise education, health and other institutions...”, (Ballard, 
2012, p. 69). Runswick-Cole (2011) has described the influence of neo-liberalism as 
a key global barrier to the process of inclusion. Neo-liberalism is a “…discursive 
register” according to Goodley (2014, p. 26). The language of business, commerce, 
and the market has infiltrated educational policy (Ballard, 2004; Marginson, 1997) 
and affected the practice and attitude of staff. When describing the changes in New 
Zealand school system Ballard (2012) analysed the language of school reform and 
observed that: 
Each state school was no longer thought of as an education centre embedded                   
in the community, but simply as a competitive ‘provider’ of services (a 
product) to ‘stakeholders’ (formally known as parents). Children are no 
longer referred to but are now spoken of as ‘learners’. This shifts attention 
away from children, whom we may care about, to a task-oriented entity, a 
‘learner’, whom we must instruct in order to achieve externally determined 
and monitored outcomes. Schools are ‘audited’ much like commercial 
companies (Ballard, 2012, pp. 75-76). 
In Australia, the language and activity of the market place is reflected in the 
rising competition between schools, for placement in publicly posted rankings based 
on student achievement, which ultimately influences levels of funding. This produces 
further tension in schools about whether students with disabilities should participate 
in this testing in case the school’s rankings are negatively influenced or the students 
are unduly stressed by the process (Dempsey & Conway, 2005). 
Australian policy context 
In Australia, the tensions in schools between inclusive education on one hand 
and national standards and benchmarks on the other have been previously identified 
 56 Chapter 2: Literature Review 
(Ashman & Elkins 2009; Shaddock et al, 2007). In Australian schools, the effect of 
government pressure for high standards may result in students with disabilities not 
being valued and may “constrain teachers and make it difficult to meet individual 
needs” (Ashman & Elkins, 2009, p. 50). As Australia moved to a national 
curriculum, advocacy from members of the special education arena called for a 
separate curriculum to be developed for students with disabilities. I observed that this 
added to the existing tension between teachers who identified as special educators or 
inclusive educators who advocated for access for all to the same curriculum. 
Special education professional groups influenced the development of 
foundation content and achievement standards (ACARA, 2013). These foundation 
standards were developed for students with significant intellectual disability, as the 
pre-school to year 10 “...curriculum content and achievement standards may not be 
appropriate or meaningful, even with adjustments” (ACARA, 2013, p. 2). The 
development of curriculum content and achievement standards for any particular 
group of students because of their perceived ability does not align with the 
assumptions behind inclusive education. For example, as pre-foundation level 
content and standards were developed specifically for students with intellectual 
impairment, teachers may assume all students with intellectual impairment in every 
curriculum area are not capable of learning. Lower curriculum standards, combined 
with teacher’s lowered expectations for students with intellectual impairment, may 
result in less rigorous teaching and learning. Thus students may not reach their full 
potential. However, ACARA documents provide the argument that this level of 
standards is needed “....in order to provide an Australian Curriculum that is inclusive 
of every learner” (ACARA, 2013, p. 2). Though many attempts have been made in 
Queensland earlier this decade to “loosen the grip of the traditional special education 
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fraternity and implant new ways of thinking about disability…” (Slee, 2008), the 
advocacy for a separate curriculum for students with disabilities succeeded.  
Commentary about the effect of standards-based curriculum for students with 
disabilities in Australia focuses on the mandatory public reporting of school 
performance. Public reporting of performance has led to exclusionary practices by 
school staff reported in local media (ABC News, 2013; The AGE, 2013; The 
Australian, 2010). For example, some students with disability are asked not to attend 
school on testing days (The Australian, 2010). Recent advice to schools in Australia 
warns that when a student with a disability is deemed exempt from testing this could 
be seen as a form of exclusion. Therefore denying students an opportunity to 
demonstrate their learning is a discriminatory practice (Cumming & Dickson, 2013).  
Further research in Australia has been carried out to determine the activities 
and resources that make classrooms inclusive and lead to improved outcomes for all 
students (Shaddock, et al, 2007, p. xii). In regards to education for all and it 
significance to Australian schools, Shaddock et al. (2007, p. xii), completed a 
literature review of over four hundred references to published research and found 
that there is a growing emphasis on the individual needs of all students, not just those 
with disabilities. They also confirmed that Australia has been attempting to ensure 
that the curriculum is relevant for all students for some time. In addition to the 
literature review, twenty successful mainstream teachers were studied over ten 
weeks. One resulting finding of this research was that school culture and policy were 
strong influences on the success of curriculum (Shaddock et al., 2007, p. xiv). A 
resulting professional development priority and recommendation was made in their 
final report for schools to ensure all teachers “are able to implement current 
legislation and policy” (Shaddock et al., 2007, p. 76). A final conclusion was that 
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“mainstream education is underpinned by supportive and compatible legislation, 
coherent policies, enabling school cultures, skilled leadership and adequate 
resources” (2007, p. 83). Therefore, school leaders need to provide a learning 
community that uses resources to enable schools to make sense of change by making 
links for staff to connect the “torrent of unwanted, uncoordinated policies and 
innovations raining down on them from hierarchical bureaucracies” (Fullan, 2001, p. 
109).  
Queensland policy context 
On initial reading, Queensland legislation and policies are supportive, 
compatible and coherent, and are aligned to the principles of inclusive education. 
However, school staff could be confused by the contradiction of departmental 
methods used for categorisation of students with disabilities (Graham & Slee, 2008) 
and the existence of a policy that espouses a curriculum for all. As Shaddock et al. 
(2007) recommended time to identify and analyse this alignment needs to be a 
professional development priority for schools by leaders. School leaders need to 
engage their staff in debate about the principles of inclusive education apparent in 
policy, and how it relates to school and teacher practice (Keefe, 2003). In addition to 
this, school leaders could engage staff in discussions about the benefits and 
drawbacks relating to the categorisation of students, and the linking of resources to 
specific cohorts of students.  
Perseverance on resourcing issues for students by their teachers may be 
important in some situations, however, this dialogue continues to reinforce the 
struggle of inclusive education (Allan, 2008), and the pressures teachers face with 
what some describe inclusion as being “mainstream dumping” (Vinson, 2002, p. 
253). In fact, as long as educators “...hold fast notions of regular students and special 
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needs students, inclusion is reduced to chimera” (Slee, 2006 p. 158). Through 
discussion of the principles of inclusion staff may begin to question the processes, 
such as demanding and allocating resources purely because a student has a disability 
even if that student does not require specialized programs, people and places. The 
Index for Inclusion (Booth & Ainscow, 2002) has been successfully used as a 
platform for schools to begin this discussion. The Index provides schools with 
discussion questions for self-assessment of their progress towards inclusion. 
Ultimately, this type of debate in schools can assist them move towards enactment of 
inclusive education policies (Ainscow, Booth, & Dyson, 2006). 
Inclusive education and standards-based curriculum in secondary schools 
Inclusive and standards-based reforms are even more challenging in the 
secondary school context (Senate Employment, Education and Training Reference 
Committee, 2002; Vinson, 2002), where reform has been historically slower (Fullan, 
2000). Secondary schools are generally seen as institutions frequently governed by 
political and economic factors, rather than by the needs of the individual (Pearce & 
Forlin, 2005). As a result, these political and economic factors may inhibit inclusive 
and curriculum reform.  The perception of the characteristics of adolescents, with or 
without disabilities in schools, may also inhibit further inclusive and curriculum 
reform. The responsibility for students with disabilities is usually transferred from 
the general class teacher to specialist staff, thus preventing general education 
teachers from developing problem solving and innovative teaching methods to meet 
the needs of all learners (Carrington & Elkins, 2002). For example, secondary 
teachers do not know how to plan and teach for diversity, or resist doing so due to 
the time required to prepare materials (Loreman, et al, 2000). Previous sections have 
highlighted the need for collaboration among teachers to enact curriculum 
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preparation that meets the needs of a variety of learners especially in terms of new 
standards-based education reform. The culture of secondary schools has also been 
criticised as not being “conducive” to collaborative planning and that they, “...will 
not effectively support the implementation of inclusion” (Bauer & Brown, 2001).  
There is a tendency for secondary schools to teach students with disabilities in 
special classes where they receive substandard secondary curricula (Stodden, Jones, 
& Chang, 2002). This environment makes it difficult to meet the needs of any 
learner, let alone those adolescents with disabilities. As Deschler and Schumaker,  
(2005) remind us, secondary school students are “...first and foremost, adolescents 
who are trying to understand, cope with, and respond to the pressures associated with 
comprehensive high school settings” (p. 3). Partly as a response to the community’s 
perception of the vulnerability of students with disabilities in these settings 
(Shaddock, et al., 2009), rather than improve the setting to make it more inclusive for 
all learners, state secondary schools in Australia continue to provide segregated 
teaching for some students. 
Teaching students with disabilities in secondary schools 
The creation of specialised and segregated programs for students with 
disabilities in secondary schools has been described as the “formalisation of 
exclusion” and has been seen “…. as a permanent feature of the educational 
landscape in coexistence with discourses in inclusion” (Slee, 2007, p. 48). Other 
research has concluded that, while special education is maintained as a separate 
entity in our secondary schools, students will continue to be segregated and excluded 
(Hulston, 2000). As early as 2000, segregated programs for students with disabilities 
were not supported by empirical literature and inclusion was strongly favoured 
(Wills & Jackson, 2000). No specific research was found about segregated programs 
 Chapter 2:  Literature Review 61 
in Queensland, however, discussing Learning Support Centres in other Australian 
states, Shaddock et al., (2009, p. 82) notes that though these types of programs are 
resourced heavily there is still “little system wide evaluation data about their 
effectiveness”. In Australia, lack of research supporting segregated programs in 
mainstream schools, have prompted independent inquiries, such as the New South 
Wales Vinson Report (2002), that recommend that all schools provide annual reports 
to district offices about initiatives taken to reduce the amount of segregation of their 
students and to be included the “…in mainstream classes for as much time as 
possible” (p. 266). 
Queensland state secondary schools 
 Recently, the term special education unit has been replaced in Queensland by 
the term special education program. The special education program is defined as, 
“…a cluster of resources—teachers, support staff— at a particular school. A school's 
special education program is dedicated to supporting the educational needs of 
students in one or more disability areas” (Queensland Government, n.d. The 
Queensland State School sector provides special education programs in over 360 
schools. There are 155 secondary schools with special education programs.  
The Education Queensland website page (Education Queensland, 2007) for 
parent information, contains a description of six areas of specialisation that exists and 
these correspond to the areas of disability acknowledged for funding. Perhaps this 
change of name has been an attempt to change the emphasis of student placement in 
units and classes to programs (resources) for students with disabilities, with a hope 
that segregation would be reduced. However, the following description from the 
Education Queensland website does not support the tenets of inclusivity and the 
language of segregation and specialisation is emphasised. 
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Schools provide support in a variety of ways. For example, some have a 
dedicated special education classroom, some focus on supporting students in 
the mainstream classroom, while other programs might give students 
separate, specialised lessons when needed. A few schools in an area might 
cooperate to share a specialised program. Some programs might only support 
students with a verified disability; others might support a much wider range 
of students (Education Queensland, n.d. 
The language or discourse about education in Queensland schools needs to 
include a vocabulary that is chosen with caution so as not to label students or 
programs. People acquire discourses, “...certain ways of thinking, talking, and acting 
that are infused with power” (Gee, 1990, p. 425). Discourse used by staff therefore 
can influence practices that result in exclusion or inclusion of students. The careful 
choice of positive discourse related to students with disability in school, system, and 
social documentation can become part of teacher’s daily language. If it is made 
explicit by leaders and used consistently in schools, this language may positively 
influence change when teachers speak about their work. “Language carries within 
itself the seeds for a transformative politics – once spoken into existence we exist 
and can, with care and strategy, cultivate an ethical self of which we ourselves are 
the author” (Graham, 2010, p. 62). 
In some Queensland schools the provision of exclusive and segregated 
programs for students may be at odds with the language used in the Queensland 
Government’s Inclusive Education Statement (2005) and policy. Rather than provide 
an education that, “...maximises the educational and social outcomes of all students 
through identification and reduction of barriers to learning, especially for those who 
are vulnerable to marginalisation and exclusion” (Queensland Government, 2007, 
staff may exclude students from learning with their non-disabled peers. Programs are 
offered where students are removed from their classrooms to undertake specialised 
learning for most of the day. These programs have been described as a “safety valve” 
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for general education for the removal of some unwanted students (Hulston, 2000, p. 
339) and will continue to be maintained, if general education has this option to 
exclude certain students from their classrooms.  
There are few references or reports discussing the Queensland model of SEP. 
One existing resource, Diving for pearls – An account of parents’ quest for inclusive 
education in Queensland (QPPD, 2011) reports on the experiences of parents of 
students with disabilities in Queensland schools. The report contained results of 
phone surveys and focus groups of 179 participants across Queensland. Most 
participants were parents of students with disabilities attending mainstream schools 
with a SEP. Findings of the study indicated that students in schools with an SEP 
were more likely to be removed from mainstream classrooms and play areas, and are 
more likely to be provided with a reduced curriculum (QPPD, 2011). The researchers 
found that the existence of SEP, if not used flexibly “...can perpetuate traditional, 
segregated approaches to teaching students with disabilities” (QPPD, 2011, p. 32). 
Without clear links between policy and practice this segregation contributes to 
a highly “fractured environment” in secondary schools (Kennedy & Fischer, 2001). 
Advocating for the leadership of the Head of Special Education Services in 
overcoming this fractured environment was one intent of this research.  
2.2 Participation: Equity and expectation 
When children enter “… mainstream education they contravene the ablest 
ideals of schooling” (Goodley, 2014, p. 99). Schooling usually privileges the able 
bodied and values autonomy and independence (Goodley, 2014). Therefore, before 
they arrive participation in school may already be compromised because in the eyes 
of others, especially school staff, they do not live up to the expectation of what it is 
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to be an able student. Two major, recurring themes related to the importance of 
participation of students with disabilities in a standards-based curriculum reform 
were found in the literature. These recurring themes are summarised in this review 
by the words equity and expectation. The use of the word equity is common in 
international literature about participation of students with disabilities in a standards-
based curriculum.  
Equity 
Many US authors justify the participation of students with disabilities in a 
standards-based curriculum reform, apart from the legislative requirements, by 
referring to the need for equity or equal opportunity in education for all students 
(Browder, et al., 2007; Quenemoen, et al., 2001; Rouse & McLaughlin, 2007). Some 
writers were critical of past reforms and argued that policies that included the 
participation of students with disabilities in standards-based reform, would 
“counteract a history of educational neglect, inequity, and mistreatment” 
(McDonnell, McLaughlin, & Morison, 1997, p. 3) of students with disabilities. 
Others, more recently, highlight research that supports the need for students with 
disabilities to have equal chance of achieving post school outcomes by accessing the 
same curriculum as their non-disabled peers (Defur, 2008). At one point, early in the 
reform process, separate standards for students with disabilities were proposed by 
some educators. By creating a set of different standards of achievement for students 
with disabilities, it would be considered unfair and that this could be “viewed as 
counter to the goal of educational equity” (Rouse & McLaughlin, 2007, p. 92). This 
proposition now faces Australian schools as separate standards for students with 
intellectual impairment in the Australian National Curriculum (2012). 
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Promoting standards-based reform to increase equitable access to and 
participation in the general curriculum is an effect of the reauthorisation of policy. 
US Schools were required to provide all students with disabilities with access to 
general curriculum content and to participate in state assessments. This provision 
was reported by some as leading to the improvement of educational equity (Browder, 
et al., 2007). Positive impacts of standards-based reform on outcomes for all students 
included: a) state standards that are intended to “improve the activity of life”; b) 
expectations that students even with significant cognitive disabilities can learn 
academic content and that it will be beneficial to their lives; c) ensuring access to 
grade-level content for equal opportunity; and d) giving access to the general 
academic content for all students increases self-determination (Browder et al, 2007, 
p. 3). These outcomes were generally argued to be a result of higher expectations of 
achievement for students with disabilities by their teachers in the standards-based 
education environment. 
Expectation 
A number of commentators allege that standards-based curriculum reform 
increases teacher, student, and community expectations of all students (Browder et 
al., 2007; McDonnell, McLaughlin & Morison, 1997). The word expectation was 
frequently found when reviewing research about the attitudes and opinions teachers 
have regarding standards of conduct and performance of their students.  The labelling 
and categorising of students has been blamed for lowered expectations of teachers 
(Christensen & Risvi, 1996; Gazeley & Dunne, 2009; Graham, 2010; Grenier, 2010). 
If the teacher believes a student labelled with a disability cannot learn, their actions 
will unintentionally or intentionally reflect this belief. “From a relational standpoint 
the terminology used for classifying students also manifests itself in social 
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interchanges that function to coordinate activities teacher’s value. The disability may 
become the mediating factor in teacher’s action or lack of involvement” (Grenier, 
2010, p. 395).              
It is commonly acknowledged that the performance of students can be linked to 
teacher expectations. Teachers’ expectations are related to student outcomes; 
students’ expectations of themselves are related to their teachers’ expectations; and 
teachers have the lowest expectations for students with intellectual impairment 
(Wehmeyer, Sands, Doll, & Palmer, 2002). As an underlying principle of the 
standards-based reform it is hoped that these lowered expectations will be challenged 
by staff and that all teachers will have high expectations and accountability for all 
learners, even those with disabilities. However, Biklen and Burke (2006, p. 167) 
warn that if teachers are “…to presume competence.... (they) need to step outside the 
conventional theory and practice” and this will require ongoing, explicit discussion 
in schools about expectations.  
The main premise of accountability behind the achievement of all students in a 
standards-based reform is that teachers are required to hold high expectations for all 
students. Nagle (2005) presents qualitative findings collected during interviews with 
35 key US state level staff from four state education agencies. The interview findings 
confirmed that accountability practices, such as standardised testing and reporting of 
performance results, achieved higher expectations of schools for achievement of 
students with disabilities (Nagle, 2005, p. 11). Research participants reflected on the 
school and teacher practices that underestimated the abilities of students with 
disabilities before this reform. Particularly, the offering of separate instructional 
programs to students with disabilities that “…virtually ensure that students with 
disabilities meet these low expectations” (2005, p.11) were mentioned. Many 
 Chapter 2:  Literature Review 67 
participants were surprised with improved achievement results of students with 
disabilities on state-wide tests and felt that this also was an impetus for teachers to 
accept that high expectations for the achievement of all students are a powerful lever 
for the improvement of student outcomes (Nagle, 2005). These results can also be a 
resource for Australian school leaders to lever improvement in the area of social 
justice as opposed to neo-liberal influences. The influence of the US experience on 
Australian education is already evident. 
2.2.1 Participation of students with disabilities in Australian Schools: 
Equity and expectation 
Australia owes examples from the US for the “deliberate government action in 
regard to increased equity” (Ashman & Elkins, 2009, p. 38). Though cautious about 
the standards-based reform in Australia for students with disabilities, Ashman and 
Elkins (2009) concede that the “American legislation has stimulated teachers and 
parents in many countries to strive for better education for students with disabilities” 
(p. 38). The following section describes the references to equity and expectations in 
local policy and legislation impacting on school and teacher practices. 
Equity 
The use of the word equity is clearly apparent in Australian policy and 
legislation related to the education of students with disabilities. The concept of 
‘equity’ is related to policy that reflects the social justice expectations of the 
community.  Slee (2008) notes that, “[such] legislative and procedural statements, 
together with curriculum reconfigurations and professional development 
interventions to reform the character of teacher attitudes and in turn their 
professional practices are in evidence globally” (p. 2).  
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Expectations 
Without high expectations for all students, “the achievement of improved 
prosperity and quality of life” (Education Queensland, 2007, n.d.) may not be 
achieved. The emphasis of developing high expectations of staff for all learners will 
continue to be prominent in Queensland policies for some time. Previously, 
Education Queensland has promoted the use of the Index for Inclusion (Booth & 
Ainscow, 2002) to uncover how a school enacts an inclusive community, including 
how high expectations for all learners, among other indicators, are reflected in school 
practice (Robinson & Carrington, 2006). 
The Masters Report (2009) to the Queensland Government about achievement 
concerns in student literacy, numeracy, and science learning and how to improve 
outcomes, provided research evidence about highly effective schools and teachers. 
The presence of high expectations is presented as a characteristic of the language of 
effective teachers, “...they communicate clear and high expectations of individual 
students and are clear about the standards expected of students in each grade of 
school” (Masters, 2009, p. 21). The report highlights the principal and leadership 
team in highly effective schools as one that “…drives an agenda of high 
expectations” (Masters, 2009, p. 23).  
Leaders 
School leaders need to persuade staff that the accountability for achievement 
lies with the teacher and the teacher’s ability to align the standards with curriculum 
planning, rather than blame lowered achievement for some cohorts of students on 
student ‘deficits’. School leaders need to challenge school practices and name staff 
behaviour, including the use of deficit language commonly used to describe students.  
Focused professional development (Thompson, 2004) that allows staff to identify 
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and reject inequitable practices and low expectations can be useful. Fulcher (1989) 
contends that teaching is not just a technical process, and that teaching involves 
political, moral and technical dimensions. In fact, moral and political dimensions 
precede a teacher’s decision about how or what to teach and can reflect low 
expectations. Fulcher (1989) reminds us that, “Teachers, like everyone else, are 
equally members of an unequal society and may contribute to, or undermine, this 
inequality” (p. 259). Leaders need to take a moral stance and challenge practices that 
undermine the journey towards inclusion in their schools; e.g., confusion about 
policy and existence of low expectations of learners. These challenges or conflicts 
may previously be deemed as “controversial or inflammable” (Aleman, 2009, p. 2) 
but can ultimately lead change in practice for social justice.  
Conflict can occur between staff especially those who identify with different 
educational practices e.g. Special education and inclusive education. This could be   
seen as “sabotaging change strategies” or the school leader can see them as “leadable 
moments” that can “leverage conflict for social justice aims” (Aleman, 2009, p. 
1).These “leadable moments” may include the school leader “testing” teacher attitude 
and practice (Aleman, 2009, p. 2) with an emphasis on accountability to student 
learning and how staff use power to achieve the goals of inclusion. The 
“interrogation of power structures in schools that reproduce injustices” (Gillies & 
Carrington, 2004, p. 8) is one important practice for school staff to develop an 
inclusive culture. When leaders collaboratively develop an inclusive ideology it 
“...will permeate all thought and practice” (Rice, 2005, p. 406). The school leader 
may test teacher attitude and practice by wielding power within the political context 
of the school to achieve their goals. Accordingly when a school leader drives these 
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high expectations and equitable practice, improved performance of all students will 
result. 
2.3 Achievement: Accountability and performance 
Mitchell (2005) likens performance of students with disabilities to “canaries in 
the coal mine” (p.20) as their performance tells us something about the quality of 
education systems in general. Regardless of this importance and relevance to all 
learners, accountability and the performance of students within a standards-based 
curriculum reform has been researched by only a few. Research has been completed 
through mostly quantitative approaches. Quantitative research has been conducted 
through analysis of high-stakes, state testing results and determination of educator’s 
opinions about achievement of students with disabilities (Christensen, Decker, 
Triezenberg, Ysseldyke, & Reschly, 2007; McLaughlin, Malmgren & Nolet, 2006; 
Thompson, Johnstone, Thurlow & Altman, 2005). Qualitative research has also 
centred on researching opinions of educators about the performance of students with 
disabilities overall in the standards-based environment (Defur, 2002; McLaughlin & 
Malmgren & Nolet, 2007; Nagle 2005). The results of this research contrast with the 
commentary provided in the early years of the reform that the standards-based 
reform will have disastrous results.  
The National Center on Educational Outcomes, University of Minnesota, 
presented findings of their eleventh survey of 50 US states that summarises 
accountability and performance trends for students with disabilities. US researchers 
Altman, Lazarus, Thurlow, Quenemoen, Cuthbert, and Cornier (2007) author this 
report about 2007 survey results collected from all US State Directors of Special 
Education and Directors of Assessment as respondents. The report presents findings 
that demonstrate continued, improved performance of students with disabilities and 
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accountability processes around this achievement. These respondents provided 
validated data to support their answers to questions on the survey provided by the 
National Centre on Educational Outcomes (2007).  
The survey provided the respondents with the opportunity to not only 
determine whether improvement had been made to the percentage of students with 
disabilities achieving proficiency on the reading and math assessments used for 
accountability processes, but also to identify factors that contributed to this 
improvement. Contributing factors selected most frequently, by more than 55% of 
the State respondents, included: a) increased access to standards-based instruction on 
the grade level content; b) increased inclusion of students with disabilities in general 
education classrooms; and c) more clearly communicated participation policies 
(Altman, et.al, 2007, p. 3). These results confirmed that the standards-based reform 
in these states had a positive effect on the achievement of students with disabilities 
rather than the forecasted negative impact by some commentators.  In addition to the 
above, respondents indicated the following as factors contributing to negative or lack 
of change in achievement proficiency of students with disabilities as a) Individual 
Education Plan not aligned with grade-level standards, b) test options do not meet the 
assessment needs of all students, c) limited access to standards-based instructions 
(Altman, et.al , 2007). Further to these factors, state respondents also rated the 
practices most responsible for narrowing the achievement gap between students with 
disabilities and students without disabilities. In order of frequency of importance, the 
following practices were deemed responsible: 
 use of student assessment data to inform decision-making,  
 emphasis on inclusion and access to the curriculum,  
 a pervasive emphasis on curriculum alignment with state standards  
 culture and practices that support high standards and student 
achievement,  
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 unified practice supported by targeted professional development, and 
 effective leadership is essential to success (Altman, et al., 2007).  
 
 These are important findings that can be offered to leaders to improve the 
achievement of all students (Kettler,  Elliott , & Davies, 2012).                                                                                                                                                                                                                                                                                                                                                                                                                                                               
These findings include encouraging all secondary school students with disabilities to 
participate in high-stakes testing because we have high expectations of achievement 
for all learners (Deschler & Schumaker,  2005). 
Some US academics revised their view about inclusion of students with 
disabilities in high-stakes testing (Thurlow et.al, 2001) from one view that 
discouraged participation as a reflection of ablest opinions that these students were 
not capable and should not be subjected to the experience, to another that encouraged 
participation as a human right.  Rather than earlier discounting the participation of 
students with disabilities in high-stakes testing because of the “unintended negative 
consequences” (Thurlow, 2001, p. 10), in 2008, Thurlow et al. presented the 
argument that students with disabilities needed to achieve “…the same academic 
outcomes as their peers without disabilities” (p. 17). This change of opinion was 
based on recent research into the achievement of students with disabilities in testing; 
they argued the need for students with disabilities to have access to systemic 
standards-based formative and summative assessments. Researchers “…realized that 
an inclusive system of assessments used for system accountability is one that neither 
obscures nor discounts what all students really do know and are able to do” (Altman, 
et al., 2007, p. 1)..  
Accountability 
There are a number of definitions of accountability in the area of education. 
For this research, accountability is defined within four major areas  
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the school is the basic unit for the delivery of education and hence the 
primary place where teachers and administrators are held to account; schools 
are primarily accountable for student performance, generally defined as 
measured achievement on tests in basic academic subjects; school-site student 
performance is evaluated against externally set standards that define 
acceptable levels of student achievement as mandated by state or localities; 
and evaluation of school performance is  typically accompanied by a system 
of rewards, penalties, and intervention strategies targeted at rewarding 
successful schools and remediating or closing low-performing schools (Ladd, 
1996 cited in Abelmann & Elmore, 1999, p. 1).       
It is accepted that there are other areas of accountability including moral, 
professional, and contractual accountabilities (Mulford, 2002). The above definition 
covers the area of accountability as seen in the standards-based context that relates to 
accountability to against external systems (Abelmann & Elmore, 1999). 
Accountability is not a word traditionally used when discussing responsibility for 
achievement of students with disabilities. Accountability for performance of students 
with disabilities has been promulgated with the standards-based reform and the need 
to raise achievement of all students (McLaughlin & Nolet, 2005). In Australia the use 
of the words accountability and achievement is now common in legislation, policy 
and statements. The traditional special education processes, such as the IEP, have 
been questioned (Morton, et. al. 2012). The design of the IEP by teachers in 
Queensland sometimes represents the whole of the student’s curriculum. Because it 
is devised by individuals in relative privacy, the IEP cannot be accepted as part of an 
accountability process (McLaughlin & Rhim, 2007).  
Achievement 
The expectations of achievement in the standards-based curriculum are starting 
to be commonly accepted, however, the relevance to students with disabilities is not. 
As a leader in schools, I noticed that individualised programs continued to be based 
on two to three goals unrelated to the curriculum which were taught in separate, 
exclusive settings, with no accountability. The emphasis on individualised 
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programming for students with disabilities has become a reason for many schools to 
excuse students with disabilities from state and national testing. Excluding students 
from testing is done with the best intentions by many schools; however, they are 
inadvertently, or advertently, misrepresenting the achievements of their learners 
(Cumming & Dickson, 2013). 
In Queensland, there is no specific system tracking of achievement of students 
with disabilities in state and national testing. Individual schools can track progress by 
comparing individual results. There is no system data available, except the number of 
students excused from testing. This situation compares dramatically to that of many 
US states. There are system processes available in some states (42%), that allows for 
disaggregation of data to track performance and trends of achievement students with 
disabilities over time (Altman et al., 2007, p.12). It is necessary for Queensland to 
track performance of students with disabilities so that schools do not feel they need 
to create exclusive strategies such as grade retention or enrolment in segregated 
settings, or exclusion from testing, to attempt to alleviate the issues related to cohorts 
of students who do not meet standards. As Darling-Hammond (2004) reminds us, the 
importance of professional accountability - to teach well - will also place the 
accountability of student achievement with the teacher, rather than resort to strategies 
originally employed to overcome the deficits of learners. 
Leading accountability and achievement 
The issue of accountability, “...cannot be separated” (Darling-Hammond, 2004 
p. 181) from the issues of teaching, assessment, school organisation and professional 
development as “genuine accountability requires both higher standards and greater 
supports for student, teacher, and school learning” (p. 182). In Queensland, leaders 
can learn from research in the US context, and assume implications for 
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accountability for the achievement of students with disabilities by ensuring students 
have access to state, and national and school-based testing and assessment with the 
support of high quality teaching (Cumming & Dickson, 2013). Their progress needs 
to be tracked at both the school level and the system level (Altman et al., 2007), so 
that strategic plans for improvement can be made that directs quality teaching 
(Darling-Hammond, 2004). 
2.4 Curriculum:  alignment and collaboration 
Within any of the literature relating to curriculum planning in the international 
standards-based environment for students with disabilities, the words alignment and 
collaboration are frequently found. Curriculum planning practice for students with 
mild to moderate disabilities in mainstream schools relies on alignment of a number 
of factors to achieve an effective standards-based curriculum. This section of the 
literature review will discuss in detail the necessary alignment of standards, 
assessment and reporting to planning, including IEPs that may limit teaching, and the 
sometimes disparate philosophies teachers have about student learning needs.  
Collaboration between teachers, parents and community appeared to be a vital 
factor covered in the literature for achieving alignment for effective curriculum 
planning for students with disabilities. This section will also present research related 
to the necessity of collaboration in the curriculum planning process and discuss the 
relevance and implications for Queensland schools. There has been ample 
commentary about the need for schools and systems to align policy, philosophies and 
assumptions behind special and general education (Defur, 2005; Katzman et al., 
2005; Lynch & Adams, 2008).  
Special education can continue to do things the way it has always done, by 
working around the curriculum, or it can stop, take stock, and use the unique 
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opportunity offered by the current reform context to look at the reform 
picture from an entirely new perspective, the perspective of curriculum, and 
enter into a long-needed dialogue with general education about the 
fundamental purposes of schooling (Pugach & Wargner, 2007, p. 248). 
Five years later, special educators had still not regularly participated in the 
curriculum reform conversations. After two decades of reform, special educators 
have “carried on what can arguably be called a love-hate relationship with 
curriculum” (Pugach & Wargner, 2007, p. 195). In Queensland, something similar 
has occurred early in the implementation of the draft standards-based curriculum. 
Many special education teachers and leaders, even those working in mainstream 
schools, were either not invited to the discussions about curriculum or did not see 
that it was relevant to their students. Four years after the implementation of the draft 
curriculum, some education regions were playing catch up and training their special 
education staff through the “On the Same Page” (Education Queensland, 2009) 
professional development program. Other regions have still not recognised this need 
and some special education teachers are not at the same table as their mainstream 
colleagues, let alone on the same page for planning.   
Alignment between two sometimes disparate philosophies and policies, 
general, inclusive and special education, is required to achieve an effective 
curriculum for all students and this needs to occur before planning can even begin 
(Gartner, Kerzner, & Litpsky, 2005; Lynch & Adams, 2008; Nolet & McLaughlin, 
2005). Lack of alignment of philosophies held by teachers has been an ongoing 
barrier to effective collaboration. The need for a curriculum focus, that ultimately 
achieves successful collaboration, provides the “philosophical shift necessary for 
moving away from the student as the problem to the curriculum as something 
teachers need to work with in relationship to the student” (Pugach & Wargner 2007, 
p. 195). This type of strengths based conversation within collaborative planning 
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opportunities has the potential to address the crucial issues within the curriculum and 
teacher attitudes. For example, teachers should begin planning with the assumption 
that all students can learn the curriculum just as their same-age peers can. 
Alignment 
Rose (2007) presents a convincing argument about the importance of alignment 
through comprehensive discussion of curriculum considerations in the US. Relevant 
research substantiates the necessity for schools to align: 
 education ideologies;  
 inclusive education and political, social agendas; 
 individual and common curriculum goals and standards and whole 
school curriculum planning and post school needs of students;  
 functional and academic content;  
 special and general education teaching strategies/methods and 
curriculum planning, teaching, assessment and reporting   
This argument applies to the Queensland context, as the need to align these 
components is also acknowledged in professional development programs, resources 
and documents available to Queensland State Schools. 
The sometimes disparate ideologies of staff and the historical influences behind 
them contribute to the misalignment of practice seen today (Rose, 2007). A history of 
special education has seen teachers attempting to “match content, process and 
outcomes of the curriculum to the cognitive, developmental, social and functional 
needs of the individual” (Rose, 2007, p. 295). The history of special education 
curriculum has been informed not only by a deficit view of students but perpetuated 
by the influence of behavioural psychology with the widespread adoption of 
outcomes and objectives. This curriculum in special education settings maintained 
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deficit models by emphasising “learning deficiencies and making assumptions that 
pupils would of necessity learn according to developmental norms, predicated by the 
characteristics of their categorical label” (Rose, 2007, p. 302). There was a view that 
special education curriculum during this time was a curriculum “of academic non-
knowledge” (Tomlinson, 2000, p. 13). This criticism of curriculum for students with 
disabilities has prompted commentary to convince teachers to strengthen the 
curriculum for students with disabilities that reflect higher expectations that all 
students can learn by starting with curriculum designed for all students. 
US standards-based curriculum development has been based on the assumption 
that the education for all students, including those with disabilities, should be drawn 
from the general curriculum (Browder, et al., 2007; Perna & Davis, 2007; Youtsey, 
2003). This requires teachers to align general and special curriculum practices for 
students with disabilities. Even within the inclusive education agenda, issues where 
the curriculum still centres on “polarized” approaches of trying to build a curriculum 
which develops individual needs still exists (Rose, 2007, p. 303). Rose proposes that 
this can be accomplished by aligning the recognition of individual needs of students 
with national agendas intended to raise standards and prepare for post-school life. 
The implications to the traditional IEP process that focuses on individual goals 
rather than alignment to general curriculum for US teachers was great. IDEA (2004) 
legislation mandated IEPs that were linked to the general curriculum.  
The focus on educational standards for all students that forces the IEP team to 
“re-think how students spend their time in school…. (has) refocused on learning and 
away from caretaking” (Quenemonen et al. 2001, p. 14) for students with disabilities. 
Previously, special educators tended to “add on” new content when planning rather 
than re-focus what they teach (Nolet & McLaughlin, 2005). As a result their teaching 
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became focused “on a collection of splinter skills or loosely collected knowledge” (p. 
7). The understanding of the relationship between IEP and standards is necessary. It 
is incumbent on IEP and curriculum planning teams to understand the function of 
standards to help teachers align instructional programs with the general curriculum 
so that each is compatible with and can validate the other (Agran et al., 2002, p. 130).  
Mirroring the lessons learned internationally about the need to align curriculum 
for students with disabilities with the general curriculum, Shaddock et al. (2007) 
provides Australian schools with comments for our context. The Australian 
researchers agree that in specialised settings “individualised planning approaches 
with their functional orientation” may be relevant, however they confirm that they 
are “time consuming and unwieldy in the mainstream and may have unintended 
negative side effects, e.g. when they focus attention on student difference and 
problems in learning” (p. 31). They further advise that, “[it] should not be assumed 
that every student with a disability requires adjustments to the curriculum as many 
may require only teaching and/or environmental adaptations to access the general 
curriculum. Curriculum should be adapted only if necessary” (Shaddock et al. 2007, 
p. 31). 
There is an expectation for teachers in Australia to bring IEP and competency 
approaches “into rough alignment” (Ashman & Elkins, 2009, p. 49). Ashman and 
Elkins (2009) believe that the standards curricula “often constrain teachers and make 
it difficult to meet individual needs” (p. 50). This type of commentary is very similar 
to that at the beginning of the standards reform in the United States. Because of 
changes in policy and recognition, it took ten years before there was a shift from the 
commentary about inconvenience of standards and students with disabilities for the 
teacher, to one that focused on the benefit of standards-based education to the 
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student. Alignment of the curriculum to the needs of learners has been an indicator of 
effective pedagogy visible in the educational commentary for some years. Excellent 
teachers are skilled at “shaping teaching around the ways different students learn” 
and nurture “the unique talents of every student” (Ministerial Council on Education, 
Employment, Training and Youth Affairs, 2008, p. 11). It is now implicit within 
Queensland curriculum documents that this alignment to student diversity is the 
norm.  
Collaboration 
To achieve alignment of practice to the general curriculum and harness the 
skills of both special and general educators, collaborative planning is vital (Katzman 
et al., 2005; Perna & Davis, 2007; Skirtic, 2005). Pugach and Wargner (2007) 
highlight the need for a curriculum focus during collaboration as it provides the 
“philosophical shift necessary for moving away from the student as the problem, to 
the curriculum as something teachers need to work with in relationship to the 
student” (p. 195). These types of curriculum-based conversations within the 
collaborative planning process have the potential to facilitate general and special 
educator discussions and address the crucial issues of reduced teaching and learning 
for students with disabilities. Perna and Davis (2007) warn us about issues related to 
individual teachers planning in isolation for students with disabilities. “When 
individuals, instead of groups, determine what emphasis should be placed on 
standards, students are likely to receive disjunctive or repetitive instruction that 
hampers their ability to meet standards” (2007, p. 17). 
To achieve genuine collaborative planning, teachers need to share a ‘common 
language’ of the general curriculum standards (Ainscow, 2005; Nolet & McLaughlin, 
2005; Perna & Davis, 2007; Youtsey, 2003). Youtsey (2003) predicted that standards 
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as common language for planning for special and general educators would improve 
consistency across classrooms, districts, and schools. For many years, special and 
general educators have had a separate vocabulary that they brought to planning. 
Jargon and words whose meaning vary from “discipline to discipline…hamper the 
ability to connect and interact as partners in the learning process” (Perna & Davis, 
2007 p. 33). Without use of a common language between special and general 
educators, teachers will find it “very difficult to experiment with new possibilities” 
(Ainscow, 2005 p. 149) when planning together. Anecdotal evidence cited by 
Quenemon (2001) demonstrated that, when all teachers used the language of 
standards in planning, there was an increased focus in IEPs on instruction and 
curriculum, thus improving the perception of shared responsibility for the team for 
achievement of students with disabilities. 
The need for Australian inclusive schools to collaborate with all stakeholders 
“….maintain(s) the relevance and connectedness of the curriculum and ensure(s) 
school processes are equitable” (Keefe, 2003, p. 21). The purpose of collaboration 
develops a “shared understanding” and also improves the possibility that the 
“proposed solutions remain relevant and connected to the immediate learning needs 
of all students” (Keefe, 2003, p. 20). Effective teachers of students with disabilities 
in mainstream classrooms were observed to, “routinely collaborate with colleagues, 
parents and other students” (Shaddock et al, 2007 p. xii). The need to collaborate 
with parents, students and colleagues is highly represented in both state and 
Commonwealth Australian legislation and policy documents. 
The alignment within and between curriculum and collaboration is noted by 
Slee (2009). He suggests that “revolutionary change” is required to make educational 
policies and practices applicable and connected to the learning of all students. Slee 
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(2009) adds to this that to do this, “A relevant and connected curriculum has its 
foundation in effective collaborative relationships with all members of the school 
community” (p. 13). A collaborative relationship needs to be aligned to the common 
language of curriculum and is underlined by discourse reflecting the orienting the 
teachers’ philosophy that all students can learn. The commentary provided in this 
section, from Australian researchers and authors, demonstrates that the issue of 
alignment is not a new one for Australian schools. As with each theme discussed in 
the literature review, it is the responsibility of the school system and school leaders 
to create opportunities for staff to explore these issues in the context of the standards-
based curriculum.  
Leading alignment and collaboration 
Guidelines for Curriculum Leadership refer to the need for school leaders to 
build “shared approaches and a common language”; develop “explicit expectations 
for high-quality teaching” (Education Queensland, 2008, p. 2) and build professional 
capacity through professional development activities. These guidelines are a vital 
guide to how leaders acculturating staff into teaching and is important as when 
“...understanding and adopting the vocabulary and practices of that profession… 
values and perspectives are also conveyed...” (Rice, 2005, p. 406). It follows that, if 
leaders do not create explicit opportunities to explore and challenge vocabulary and 
practices of exclusion, these may continue unopposed.  
Queensland school leaders need to create and maintain a dynamic learning 
community that provides a safe environment for investigation in their school context. 
Without this leadership, there will continue to be issues with misalignment of teacher 
beliefs, curriculum planning and delivery, and ultimately continued 
underachievement of all students with diverse learning requirements, not just those 
 Chapter 2:  Literature Review 83 
with disabilities. The political and research context supports the need for an 
education for all in Queensland – it is now the responsibility of system and school 
leaders to develop the learning community of teachers in which it will thrive. 
Schools have a sometimes untapped resource in the HOSES that can contribute 
effectively to this learning community. Unfortunately, some middle level leaders 
such as the HOSES do not currently have the “institutional power” or power through 
recognition of their role on their side (Benjamin, 2002, p. 134). As a result their 
contribution is not always valued within the learning community. 
It is generally acknowledged that school leadership that makes a difference and 
responds to inclusive education requires the leader to have a moral purpose (Fullan, 
2003), and a strong commitment to equity and social justice (Stevenson, 2007). 
Effective leadership has been deemed responsible for narrowing the achievement gap 
between students with disabilities and students without disabilities in the US 
(Altman, Lazarus, Thurlow, Quenemoen, Cuthbert, & Cornier, 2007). One practice 
that leaders need to use to reduce this gap is to improve the ability of staff to make 
sense of change by making links for them to connect the “torrent of unwanted, 
uncoordinated policies and innovations raining down on them from hierarchical 
bureaucracies” (Fullan, 2001, p. 109).  
A vital role for school leaders in the US standards environment  “is to dispel 
the perceived competition among reforms by showing educators how the values and 
practices representing heterogeneous education closely link with and reinforce other 
school reform endeavours” (Villa, Thousand, Meyers, & Nevin,1996, p. 42). The 
work of these leaders is dynamic rather than structural (Busher, 2006, p. 7) and relies 
on the use of power. The relationship of power within the school organisation that 
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leads to more socially just and equitable practices cannot be underestimated 
(Benjamin, 2002; Busher, 2007). 
Leading in the secondary school context 
School leaders in Australia will benefit from familiarity of the need for 
equitable practices and high expectations as part of the standards-based reform. The 
influence of the school leader will eventually lead to inclusive patterns of behaviour 
to successfully implement education for all in a standards-based environment 
(Ainscow & Sandill, 2010). However, education of students with disabilities in the 
secondary context is challenging and can be considered “disabling in itself” (Pearce 
& Forlin, 2005, p. 94). These challenges are a result of inflexible structure, 
organisational constraints, timetabling teaching approaches, curriculum, teacher 
training and the issues of adolescence (Carrington & Elkins, 2002; Shaddock et. al, 
2009; Wills & Jackson, 2000). In addition to these challenges the culture of the 
secondary school is commonly thought of not being conducive to collaboration, a 
vital component of inclusive education (Bauer & Brown, 2001). Secondary and 
special education teachers are also increasingly talking about inclusive education as 
impossibility. Words such as ‘challenge’, ‘exhaustion’, ‘pressure’ and ‘struggle’ 
have become synonymous with the inclusive education agenda, and represent a 
discourse that confirms the feeling of incompetence and lack of confidence of 
teachers enacting it (Allan, 2008). 
In Australia, advice about students with disabilities in the secondary school 
sector has been provided for some time. The secondary school has been told to 
expect increasing numbers of students with disabilities that will demand similar 
inclusive opportunities that were provided to them in primary school. Furthermore, 
their curriculum will require “reconceptualisation” as a diverse range of students will 
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be attending school for longer (Forlin, 2005, p. 87). Leaders need to respond to this 
reconceptualisation. A factor influencing the effectiveness of school principals to 
reconceptualise is having a significant person in the school community who is 
dedicated to, and an advocate for, inclusion (Bailey & du Plessis, 1998). The 
secondary school principal may have on their staff a HOSES could be a perfect ally 
for the enactment of inclusive education and curriculum policy in the secondary 
school. However this will only succeed when the leadership of the HOSES is valued 
and acknowledged. Acknowledgement of the leadership ability of specialist staff for 
curriculum change is currently limited in the community and even by HOSES 
themselves.  
Research into the leadership practices of specialist, middle leaders such as 
HOSES is narrow. There is little research about leadership by specialists in disability 
in mainstream schools. Lack of research and commentary about specialist leadership 
can be viewed as an extension of the marginalisation that exists for staff and students 
in the area of disability (Rayner & Ribbins, 1999). Specialist staff, even those who 
coordinate curriculum programs and people for the education of students with 
disabilities, do not believe “key people and agencies” (Layton, 2005, p. 55) see their 
role as one of leadership.   
There are approximately three hundred and twenty HOSES (Education 
Queensland, 2010) in Queensland schools. These staff are ideally positioned to 
become leaders of curriculum change. Globally, there are tensions and dilemmas 
around the role of special education middle managers, and there is some resulting 
research recommending reconsideration of the importance of these types of roles to 
enable curriculum change (Szwed, 2007). In particular the role of these leaders has to 
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be re-evaluated in light of the inclusive and standards based curriculum reforms 
(Burnett, 2005). 
Role statements of specialist leaders in mainstream schools have been 
described as a “laudable aim (that) is rarely the norm in practice” (Szwed, 2007, p. 
449). This can also be seen in Queensland. It is ironic that in Queensland, where the 
Inclusive Education Statement (2005) directs all other policies, the role of the 
HOSES leadership is severely limited. Rather than being seen as a critical leader for 
a whole school or even system reform the influence of the HOSES is restricted to the 
exclusive and segregated special education program.  
The HOSES is a role unique to Queensland Government Schools. Special 
Education programs that cater for identified students with disabilities, with an 
enrolment of a certain number of students, are eligible to have a HOSES appointed. 
The Queensland Teachers’ Union reports that “Administrators are stretched to the 
limit, with many schools calling for greater allocation of HOSES...” to assist them 
(Queensland Teachers’ Union, 2011).  
Though the focus of the HOSES role is on “...educational leadership” 
(Queensland Government, 2009), the Queensland Government’s position description 
states that the person in this role will; 
 lead the school special education unit or special education 
developmental unit teachers, students and stakeholders to develop, 
articulate and commit to a shared educational vision focussed on 
providing quality learning outcomes for all students, 
 embed socially just practices in daily school life, 
 set high standards for students and staff performance, 
 are active participants in the life-long learning and ongoing professional 
development, 
 form partnerships with parents, other government agencies, and 
community groups, 
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 are futures orientated and strategic, 
 understand the legislation and policies that impact on schooling 
especially in relation to students with disabilities; and manage the 
human, financial, facilities and curriculum of the unit to achieve goals" 
(Queensland Government, 2009). 
In addition to the role statement, the Queensland Government recommends to 
parents that the HOSES is “...a key person in your child’s education” (Queensland 
Government, 2012). The HOSES is described in the government published parent 
handbook for students with disabilities as a member of the school leadership team, 
along with the principal, deputies and heads of department. These descriptions 
provide some evidence that the Queensland Government hopes parents will see this 
role as important and valuable to their child’s education. Some schools do not reflect 
this importance as they do not include the HOSES within the leadership team of the 
school and limit work of HOSES only to the special education program. 
Currently, the standing of the HOSES as a credible leader who can influence 
change is questionable in Queensland. This lack of standing is evidenced by the 
confusing human resource role statements and descriptions and the classification of 
the role; e.g. leader vs. manager. Appendix C contains the whole role statement of 
the HOSES that emphasises their work within the special education program. In 
contrast to this emphasis and adding to the confusion, other Education Queensland 
documents state that the HOSES role is to “…support the curriculum cycle 
(planning, teaching, assessing) to enable achievement for the best quality learning 
outcomes for all students” (Education Queensland, 2009). Pay scales of the HOSES 
can be equivalent to the principal of a school of five hundred students —$80 929 to 
$93 698. The pay scale for HOSES is within the classification of head of program or 
manager, stream 2, as opposed to a school leader such as principal and deputy 
principal (QTU, 2009). Again, this creates confusion about the leadership role and 
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responsibility of the HOSES within the mainstream secondary school where middle 
management positions are more numerous.  
2.5 Summary 
Participation, achievement and curriculum issues, as they relate to this 
research, have been confirmed, however others are still not known. What is known 
from the literature is that standards-based curriculum 
 increases accountability of schools for the achievement of students with 
disabilities;  
 effective leadership is students with disabilities is vital for improved 
achievement of all students;  
 collaboration between educators is essential;  
 alignment of curriculum, philosophy, values and practices improves 
achievement of students with disabilities;  
 education of students with disabilities in secondary schools is complex and 
challenging; 
  leadership teams drive an agenda of high expectations for the achievement 
of all learners; and,  
 power and knowledge are linked and bound together in discourse.  
What is still not known after this review of literature is:   
 What are the successful leadership practices of a HOSES that assists 
curriculum reform in secondary schools? 
 what are the interactions between members of a secondary school work 
groups that enacts curriculum for students with disabilities?; and 
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 what are the discourses used by staff in a Queensland secondary school 
that reflects practices that include and exclude students? 
 This gap in the knowledge is the focus of this research, which aims to 
contribute to current knowledge by defining, describing, and analysing the practices 
of a secondary school head of special education.  

 Chapter 3: Theoretical Framework 91 
Chapter 3:  Theoretical Framework 
This chapter presents my philosophical standpoint and the corresponding 
orienting theories of structuration, power, and inclusive education, as applied to this 
research. The orienting theory of critical research consists of “...concerns about 
inequality and relationship of human activity, culture and social and political 
structures” (LeCompte, Millroy & Preissle, 1992, p. 511). The theoretical framework 
embedded within this research reflects the following theories. Social theory of 
structuration (Giddens, 1984) is discussed in section 3.1, theories of power in section 
3.2; and theories of inclusion and leadership in section 3.3. Finally, section 3.4 
presents critical ethnography as an activity and an ideology in itself. Chapter 4 
details the methodology of critical ethnology used to answer the research questions.  
Philosophical Standpoint: the making of meaning 
The philosophical assumptions of the qualitative researcher are directed by 
how they relate to the nature of reality (ontology), how the researcher knows what 
they know (epistemology), the roles of values in the research (axiology), the 
language of the research (rhetoric), and the methods used in the process 
(methodological) (Cresswell, 2007). Table 3.1 outlines my characteristics as a 
researcher that reflects these philosophical assumptions. Ontologies are theories of 
existence or being (Carspecken, 1996; Crotty, 1998). As summarised in Table 3.1, 
my ontological standpoint is that reality, as seen by research participants, is 
subjective and multiple. 
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Table 3.1 Philosophical assumptions and characteristics (adapted from Cresswell, 2007). 
 
Carspecken argues that ontological claims move beyond just the single 
subjective realm to include two ontological categories that expand on the single 
subjective realm. The first, the subjective category of existence is defined as 
“...existing states of mind, feelings, to which only one actor has, direct access” 
(Carspecken, 1996, p. 20). These states of mind are represented as truth claims about 
objects and events, for example, “I/you are feeling such and such” about an object o 
event (Carspecken, 1996, p. 20). Carspecken (1996) also describes an objective 
ontological category of states of mind “...to which all people have direct access” 
(p.20). Truth claims made under this objective category about the existence of object 
and events would be agreed to by any “...observer present who would notice them” 
(p. 20). The second category or the normative-evaluative ontological category is 
described as “...existing agreements on the rightness, goodness, and 
appropriateness...” of activities (p.20). Truth claims in this normative-evaluative 
ASSUMPTION CHARACTERISTICS of researcher 
Ontological – theories of 
existence 
Reality is subjective and multiple, as seen by 
participants in the study. 
Epistemological- theories of 
knowledge 
Researcher attempts to diminish distance between 
themselves and those participating in the research 
and values collaboration and inclusive practices. 
Rhetorical approach to 
writing about research 
findings and discussion. 
Researcher writes in a literary, informal style using 
the personal voice and uses qualitative terms and 
limited definitions. 
Methodological Researcher uses inductive logic, studies the topic 
within its context, and uses an emerging design 
(continual revision from experiences in the field). 
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category determine that others should agree to this “rightness, goodness and 
appropriateness” (p.20).  
These ontological categories are tightly linked to the methodology of critical 
ethnography that requires the researcher to analyse truth claims within the data (see 
Pragmatic Horizon Analysis, Chapter 4). Also, reflected in this research is the notion 
of epistemology, or the theory of knowledge or the way of understanding or 
explaining how we know what we know (Crotty, 1998). My philosophical standpoint 
is based on an understanding that knowledge is created through a process of social 
construction (Crotty, 1998; Mertens & McLaughlin, 2004). The resulting 
epistemological stance I have adopted is constructionism. The concepts of truth, 
reality and meaning are linked through constructionism, where truth “...comes into 
existence in and out of our engagement with the realities in our world. There is no 
meaning without a mind. Meaning is not discovered, but constructed”, (Crotty, 1998, 
p. 9).                                                                                                          
If meaning is created through social construction then phenomena such as 
disability, leadership, and inclusion mean different things to different people 
(Mertens & McLaughlin, 2004). A research project based on constructionism needs 
to (1) Incorporate the perceptions of a variety of persons, and (2) Reject the notion of 
objectivity through “mutual interaction” (Mertens & McLaughlin, 2004, p. 100) 
between the researcher and those being researched and, (3) Explore the values 
(axiology – see Table 3.1) surrounding the facts that are socially constructed in a 
particular setting. Through a constructionism lens within these settings researchers 
are “…active creators rather than passive recorders of narratives or events” (Thomas, 
1993, p. 47). Within this theoretical framework, I acknowledge that the research is 
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value-laden and that biases exist with participants and the researcher (Carspecken, 
1996; Cresswell, 2007). 
 As well as the philosophical assumptions outlined above, the theoretical 
framework of this research reflects the constructionist approach, acknowledging that, 
“…all knowledge, and therefore all meaningful reality as such, is contingent on 
human practices, being constructed in and out of interaction between human beings 
and their world, and developed and transmitted within an essentially social context” 
(Crotty, 1998, p. 42). The interactions of participants in the social context, in this 
case the school, provided the researcher with rich data about leadership practices and 
how policy is enacted through the shared practices of staff. These practices and 
interactions are at the heart of everyday life in schools (Busher, 2006). Education and 
schools themselves do not stand alone “...outside the ideological conflicts of society” 
(LeCompte, et al, 1992, p. 509). In fact they reflect what is deeply embedded in the 
socio-cultural practices and beliefs of their various communities. Therefore, the 
exploration of social practice within this research provides opportunities to 
incorporate wider social theory. 
Social theory is defined by Dressman (2008), as “… a loose set of 
philosophical, historical, literary, linguistic and economic perspectives” (p. 13). The 
qualities of social theory can provide educational researchers with a strong 
framework for its critique of institutions, such as schools, through its recognition of 
multiple perspectives (Dressman, 2008). Section 4.1 describes the social theory of 
structuration (Giddens, 1984) and justification is given for its use as a theoretical 
scaffold for this project. The notions of structures, systems, and practices are 
dominant in this theory, and are relevant to this research that explored leadership 
practices. Structuration theory (Giddens, 1984) provided the researcher with a 
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“focusing lens” (Dressman, 2008, p. 76) for analysis of data and discussion of 
findings. The use of this lens of social theory enabled me to illustrate practices in 
schools and contribute “...reflexively to the theory itself” (Dressman, 2008, p. 99). 
3.1 Social Theory: Structuration 
Structuration is a general theory of social organisation (Jones & Karsten, 2008) 
rather than a specific theory related to leadership, disability studies, inclusivity or 
education. Structuration refers to “the structuring of social relations across time and 
space” (Giddens, 1984, p. 396) within the condition of “the continuity or 
transmission of structures, and therefore reproduction of social systems” (Giddens, 
1984, p. 25). It is a social theory based on the duality of structures of rules and 
resources that humans draw on to enact social practices (Giddens, 1984). The 
structures of rules and resources become how social practice is made. “Structure, 
then becomes the medium for a social practice (with agents drawing on rules and 
resources) and the outcome of a social practice (the enactment which leads to the 
continuation of structure” (Day, 2010, p. 341). 
The rules and resources drawn on by humans in the production and 
reproduction of social action (or practices) are at the same time the means of system 
reproduction. Giddens refers to this as the “duality of structure” (Giddens, 1984, p. 
19). These notions resonate with the proposition that the practices of the members of 
the Special Education Program (leaders, staff, students and parents) in this research 
are reproduced through routine, habitualised practices across time and space. For 
example, as a work group the team will contribute to the system. “By doing what 
they are normally expected to do...they contribute to the perpetuation of an education 
system that appears natural, how it is, always has been, and shall be” (Day, 2010, p. 
342).  
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The ‘duality of structures’ described by Giddens has been criticised as an 
“over-ambitious” attempt to synthesise two ‘…distinct and opposed traditions of 
social theory” (Callinicos, 1985, p. 134) - those of social structure and human agency 
(Bernstein, 1989). The concepts and definitions related to the theory of structuration 
have been described as “eclectic” (Turner, 1986) as they are drawn from a wide 
range of theories. This eclectic nature can be useful to explain social action as 
structuration draws on many of the accepted traditions of social theory. At the same 
time it is viewed as problematic as Giddens uses much jargon to describe the social 
action and that requires deep interpretation by those seeking to understand the theory 
(Turner, 1986). With these criticisms in mind, I have used structuration theory as a 
framework, as I agree with Thomas (2010) that theories and concepts are only partial 
and simply guide the work of a critical ethnographer. However, the theory of 
structuration has been suggested as an important approach to educational sociology 
(Shilling, 1992) and has been used previously to explain social action in school sites 
(Elliott, 1993; Forrester, 2000; Mills, 2011). 
At a school site, “by doing what they are normally expected to do” (Day, 2010, 
p. 342), for example focussing on withdrawing students from classes, staff may 
continue to perpetuate an education system that is naturally exclusive as opposed to 
inclusive. While structuration theory suggests that these practices and structures are 
established this is not dismissing the fact that participants have power to change 
(Forrester, 2000; Giddens, 1984). Participants are capable of making things happen 
and change what is normally expected to be done through intervention and 
transformation and the use of power (Giddens, 1984). Power, in terms of 
structuration theory, is the means by which things get done. Power is carried out 
though resources. These resources are classified as being used for command over 
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persons (non-material), which is named authorative power or allocative power, and 
also the command over resources (material) which are goods, technology and 
environment). The HOSES, as an educational manager (See Appendix C, Role 
description), controls and distributes resources for the education of students with 
disabilities. For the purpose of this research, structuration theory was used to analyse 
the social practices of the HOSES and determine whether agency was used to 
intervene by acting “otherwise”. By acting “otherwise” the HOSES can “transmutate 
structures” or change the form or nature of inclusion (Giddens, 1984, p. 18), thus 
reflecting or challenging the macro social system.  
As “educational institutions provide one of the major mechanisms through 
which power is maintained and challenged” (Apple, 2004. P. vii), it was important to 
this research to discover how power was used in the school context and in whose 
interests power was used to encourage or discourage inclusive education practices 
(Busher, 2006). Giddens (1990) argues that power accompanies all action. For this 
research, I observed and analysed interactions through the lens of power, via critical 
ethnography and structuration. This critique was made through “interrogation of the 
power structures in schools that reproduce injustices” (Gillies & Carrington, 2004, p. 
126) 
3.2 Power 
A critical perspective of power highlights the “…nexus of people’s values and 
use of power and how power flows in and around institutions and between people, 
institutions and their environments or contexts” (Busher, 2007, p. 7). Within this 
critical perspective, Weber described power as “…carry(ing) out one’s own will” 
(1969, 117). Power, in terms of structuration theory, accords with Weber’s definition 
of power as the means of getting things done with the use of resources (Giddens, 
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1990). A key assumption of critical ethnography is that “all action is mediated by 
power relations” (Carspecken, 1996, p.130) and reflects Giddens’s concept that 
power is tied analytically to the concept of action. Therefore this study included an 
exploration of power relationships to establish who has what kind of power and why. 
Mills’s (2011) critical ethnographic study described a series of classroom “...events 
and power relations” (p. 109) that resulted in the exclusion of some students in some 
aspects of literacy learning. For Mills, critical ethnography provided a theoretical 
basis for the research, as it does for this research about power interactions and 
practices between staff of a school, in regards to inclusive education policy. 
For the purposes of this research, Giddens’s (1994) definition of power is 
enhanced by Carspecken’s typology of power relations to provide a useful tool for 
analysing social interactions (Mills, 2011). The researcher can describe and analyse 
examples of power used in schools using this typology. Table 3.2 displays 
Carspecken’s (1996, p. 130) power types and descriptions of these types (normative, 
coercive, contractual and charm). Power is especially related to data analysis stages 
when the researcher explicitly looks for “interactive power” (Carspecken, 1996) by 
analysis of interpersonal interactions. Interactions are a vital aspect of this research 
as indicated in the research questions. 
Table 3.2 Carspecken’s typology of power (1996, p. 130). 
  
Normative Subordinate consents to higher social position of superordinate 
because of cultural norms. 
Coercive Subordinate acts to avoid sanctions imposed by superordinate. 
Interactively  
established contracts 
Subordinate acts for return of favours or rewards from 
superordinate. 
Charm A subordinate act out of loyalty to the superordinate because of 
the latter’s personality. 
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3.3 Theories of inclusive education and leadership 
The theories and concepts related to inclusive education are varied and have 
been outlined in Chapter 2. There are many proffered characteristics, values, and 
attributes of inclusivity (Armstrong, Armstrong, & Spandagou, 2010; Loreman, 
Deppeler, & Harvey, 2005). The characteristics of the concept and scope of inclusive 
education is contentious in the international literature. With some even arguing that 
the process of achieving inclusion is a journey, not a destination, and therefore it is 
never achieved and its characteristics are in continual flux (Armstrong, et al, 2010). 
Therefore we cannot clearly define its characteristics. 
One essential and commonly agreed on characteristic of inclusive education is 
the need for leadership to begin, continue, and sustain it. The theories of leadership 
have been debated, analysed, and constructed over many years and is “...a highly 
contested phenomenon” (Cranston & Ehrich, 2009, p. 1). The academic literature 
about leadership proffers many models, typologies and frameworks. This research 
adds to the  discussion by encouraging a change in tangent from sometimes 
simplistic rhetoric, such as ‘develop learning communities’ by school leaders, to one 
of how, why, and when power is used in the social setting to influence inclusive 
education. It is not the intention of this research to identify the specific leadership 
practices of an inclusive leader. As Mulford in Cranston and Ehrich (2009) warn us 
there is an: 
…enormous risk in us becoming too enamoured with the plethora of singular, 
simplistic, ‘adjectival’ leaderships now on offer (such as charismatic, heroic, 
instructional, transactional, transformational, sustainable etc.). While one 
leadership style or approach may work well for some leaders...Successful 
leaders adapt and adopt their leadership practice to meet the changing needs 
of circumstances they find themselves in (Mulford et al, 2009, p. 422).                                                                           
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The role of leadership for achieving inclusive education is highlighted in the 
Queensland Inclusive Education Statement – 2005 (Appendix B) as the authors 
describe practices that develop vision, professional learning communities, capacity 
building, partnerships and planning. However, this research concentrates on the use 
of power by individuals in leadership positions rather than a “...checklist of 
leadership attributes” as “Australian research has demonstrated that leadership does 
not always have a positive effect on student learning” (Mulford et al, 2009, p. 422). 
Especially relevant to the purpose of this research is the espoused need for 
documentation and dissemination of stories of effective inclusive education practice 
(Queensland Government, 2005). The Inclusive Education Statement – 2005 lists 
indicators of inclusive education which could be applied as a leadership theoretical 
framework. However, these indicators have not been verified by research as a 
framework for analysis of inclusion in schools. One framework that has been verified 
by research is the Index for Inclusion (Booth & Ainscow, 2000). 
The Index for Inclusion (Booth & Ainscow, 2000) contains a guide to 
determining characteristics of inclusive schools but is not a “checklist of leadership 
attributes” (Mulford et al, 2009, p. 422). As discussed in Section 2.1.1, it draws on 
the social model of disability which aligns with this research and has been used for 
many purposes related to developing inclusive schools (Carrington & Holm, 2005; 
Hick, 2005; Norwich, Goodchild, & Lloyd, 2001; Vaughan, 2002). To develop and 
maintain consistency within this research, the Index for Inclusion (Booth & Ainscow, 
2000), though not intended to be a theoretical framework, provided the researcher 
with materials to ensure the values of inclusivity and the social model of disability 
throughout  the research. The Index assists schools in exploring three dimensions of 
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school life a) creating inclusive cultures, b) producing inclusive policies, and c) 
evolving inclusive practices (Booth & Ainscow, 2000).  
Each dimension contains indicators or inclusive aspirations (Booth & Ainscow, 
2000) and questions which prompt thinking in schools about their existing 
arrangements (Robertson & Carrington, 2002). For this research, the dimension of 
Creating Inclusive Cultures’ (Booth & Ainscow, 2000), provided a description about 
inclusive culture that has informed this research. For example, respect, cooperation, 
and collaboration are indicators of an inclusive culture (Booth & Ainscow, 2000). 
When communicating with my research participants, I reflected these indicators 
through my behaviour and interaction; I made an explicit link to the global aim for 
advocating for the highest achievements of all learners and the support school 
improvement (Booth & Ainscow, 2000).  
This inclusive culture dimension is also reflected within the research 
methodology, findings and the reporting of these findings by reflecting the principles 
of building community and establishing inclusive values. For example, indicators or 
statements of aspiration for this dimension include “everyone is made to feel 
welcome” and “…treat one another with respect” (Booth & Ainscow, 2000, p. 39). 
These indicators were enacted throughout via invited, open discussion about the 
purpose, methods and findings of the research. The indicators also lists the values of 
high expectations, inclusion, and value of others; removing barriers to learning and 
participation and minimising all forms of discrimination to create an inclusive culture 
(Booth & Ainscow, 2000). I strived to enact these values through my behaviour, 
attitude and language. 
Though not an inclusive education or leadership theory, The Index provides a 
“language of inclusion” that “rejects the language and assumptions of specialization 
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and special education needs” (Norwich, Goodchild, & Lloyd, 2001, p. 157). This 
language of the Index provided a model for me because it focuses on the theories of 
the social system as opposed to the individual, as emphasised in the medical model 
of special education (Norwich, et al., 2001). It provided me with a theoretical basis 
for how I conducted myself within the implementation of the methodological design 
and the social setting of the field of research. For example, I reflected the indicator, 
“There are high expectations for all students” (Booth & Ainscow, 2002, p. 49) by 
speaking about students as capable learners.  
Any ideology is carried through its language (Ware, 2004). Therefore, the 
language used by teachers to describe students with disabilities carries with it 
assumptions and expectations about these students achievement. For example, the 
language of high expectations of teachers for the achievement of all of their students 
is a vital to the success of these students in a standards-based curriculum reform 
(McLaughlin & Nolet, 2005; Rose, 2007) and within an inclusive environment. 
When on site, I used a language that mirrored a strengths based, social model of 
disability and reflected the advocacy role of the research, which was to move schools 
from simply an ideology of inclusion to practices that action the ideology. For 
example, I used person first language when referring to students. I would say 
‘students with disabilities’ as opposed to disabled students, thus emphasising the 
student before the disability (Loreman, Deppeler, & Harvey, 2005.  
In this qualitative research project, there was a close and overt relationship 
between theory and method. Qualitative researchers seek to describe how individuals 
construct the character of their own worlds (Oakley, 1999). For example, this 
conceptual phenomenon defies objective measurement and “...is ideographic: 
meaning is explained as specific, subjective and contingent” (White, 2001, p. xxi). 
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The close and overt relationship between theory and method affected the 
methodology chosen to answer the research questions. Critical ethnography is a 
methodological approach that reflects the subjectiveness of the qualitative researcher 
and seeks to uncover power. However, some commentators also describe critical 
ethnography as an ideology as well as a methodology (Thomas, 1993; Madison, 
2005), and suggest that researchers using critical ethnography cannot separate 
themselves or the methodology from its critical theoretical and ideological basis. 
Section 3.4 expands on this suggestion.  
3.4 Critical ethnography: an ideology 
The advocacy component of this research led to the choice of a critical 
ethnological approach as findings will be used to advocate against inequality and 
domination (Creswell, 2008; Madison, 2005; Noblit, 2004). Critical ethnographers 
are usually concerned about “social inequalities....and direct...work toward positive 
social change” (Carspecken, 1996, p. 3). The term critical describes both an activity 
and an ideology (Thomas, 1993). Critical ethnography becomes the “doing” or the 
“performance” of critical theory (Madison, 2005). It is based on an ethical 
responsibility to “address processes of unfairness or injustice within a particular lived 
domain” (Madison, 2005, p. 5). Critical researchers begin their research from the 
premise that life is in constant tension between control and resistance. This tension is 
reflected in “behaviour, interaction, rituals, normative systems and structure, all of 
which are visible in the rules, communication systems, and artefacts that constitute a 
given culture” (Thomas, 1993, p. 99). This research uncovered some of these 
tensions by analysing the visible elements of the social setting. 
The uncovering of practices of power that enact social transformation (Moss, 
2001), such as implementation of curriculum policy in this research (research 
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question two), required a definition of practice suited to the theoretical framework. 
Defining practice through a social, cultural lens ensured consistency of the 
theoretical basis for observation and data analysis. Investigation into the meaning 
and derivation of the word practice was used to determine a definition. For the 
purpose of this research, practice was defined as “the set of observable skills or ways 
of doing something within a social group, which are chosen purposefully, habitually 
or customarily on a regular basis”. It is important to note that I created this definition 
from a social rather than an individual, behavioural stance. It is based on the stance 
that practice is a social response to culture (Tobin, 2010) as opposed to an individual 
response of behaviour. The social definition of practice infers ways of doing things 
within a collective and taking account of the social group and what goes on inside the 
group and outside the group. Practice was the unit of analysis used on the data 
collected to uncover practices of power at the research site. 
This research was carried out in a context where tensions between the 
paradigms of special education and inclusive education coexisted. Completing 
research within a “special” education program, with a Head of “Special” Education 
Services, was theoretically at odds with the inclusive education paradigm. In 
Queensland schools the label of ‘special’ usually means segregated and exclusive. 
Segregation and exclusivity of students for any reason does not align the principles 
of inclusion of all learners in mainstream school settings. They are practices that are 
ultimately about marginalisation, power, and social justice, which are all 
foregrounded in critical ethnography. The major goal of this research was to collect 
and analyse data to identify the inequity of low expectations for achievement for 
students with disabilities that is perpetuated by the use labels and practices that were 
at odds with inclusive education.  
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         Other theoretical considerations offered by critical ethnography that met 
the theoretical and practical requirements of this research included the opportunity 
for reflection and reflexivity connected to aspects of inclusion (Booth & Ainscow, 
2002). As other qualitative approaches do, the critical ethnographic approach 
provided the opportunity for the researcher to reflect on interpretations based on the 
cultural, social, gender, class and personal politics brought to the research (Creswell, 
2007). 
        A result of critical research is the intent to empower people and transform 
political and social realities, not only for the researched, but also for the researcher 
(Carspecken, 1996; Creswell, 2003). As critical ethnography is a value laden project 
(Thomas, 1993), the examination of how our own values and ideology influence our 
research is vital. For example, Thomas suggests that we question whether we 
“inadvertently…excluded counterexamples that would subvert our analysis, and how 
our study might be different if we could re-do it?” (1993, p. 47). As guided by the 
theory of critical ethnography another question for self-reflection for the researcher is 
how the study challenges injustice and the implications for action (Thomas, 1993).  
The theories of structuration, power and inclusion are connected through 
common themes of dominance and agency. The themes of dominance and agency in 
education are summarised in the following  “to think seriously about education...is 
also to think just as seriously about power, about the mechanisms through which 
certain groups assent their visions, beliefs and practices” (Le Compte, et al., 1992, p. 
509). The use of critical ethnographic methodology added to and reflected the 
theoretical framework for this research by providing methods for exploring power, a 
concept related to both inclusivity and critical ethnography. 
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Chapter 4:  Methodology 
This chapter presents a description of the methodology of critical ethnography 
that was used to achieve the aims of this research. I adopted a framework of critical 
ethnography to answer the following research questions: 
1. What practices of power does a head of special education services use 
to enact inclusive education in a Queensland secondary school? 
2. How and why do these practices influence interactions between 
members of the work group when implementing inclusive curriculum 
policy?  
Described in this chapter are the site and participant selection processes in 
section 4.2; the selection and description of data collection methods in section 4.3; 
methods of data analysis and presentation of results in section 4.4; discussion of how 
research adheres to validity and reliability in section 4.5, and ethical statement in 
section 4.6.  
4.1 Critical Ethnography  
Critical ethnographic researchers work on a continuum from those who adopt a 
few of its characteristics to those who “avowedly” endeavour to incorporate them all 
(Thomas, 1993, p. 31). Madison (2005) presents a practical approach to critical 
ethnography that provided some guidance to this research design. In particular, 
Madison’s (2005) level of detail in the process of interview is incorporated into stage 
three of this research. While the model presented by Madison has been criticised by 
focusing on the interview as the primary source of data (Given, 2008), this research 
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used a range of data. This research applied a research method with multiple data 
collection and analysis methods to improve the rigor of the study, including 
participant work diary, document and video analysis, researcher’s record, and 
interviews. An overview of research methods used is presented in Table 4.1. The 
relationship of my research questions (RQ) to research steps, methods, participants, 
site and timing are outlined and demonstrate this variety. 
Table 4.1. Stages of critical ethnographic research applied to this research. 
  
Stages of 
research 
Stage 1 
Data Collection 
Stage 2 
Preliminary 
Analysis 
Stage 3 
Triangulation 
through 
dialogical data 
Stage 4 
Explaining 
system relations 
 
Research 
steps 
Observation 
Participant work 
diary 
Initial data 
analysis 
Data collection Interpreting 
results using 
structuration 
theory. 
 
Related 
research 
question 
RQ1– Leadership RQ1 - 
Leadership 
RQ2 - 
Interactions 
RQ1 
RQ2 
 
Methods Participant work 
diary 
Document  and 
video analysis 
Researcher’s 
primary record 
Low level 
coding. 
Cultural circuits 
model (docs) 
Semi-structured 
interviews 
Audio 
Interactions 
between team 
members 
Pragmatic 
horizon analysis 
Interpret results 
to confirm, 
extend or 
modify social 
theories. 
 
 
      
Participants At each secondary 
school site – 
HOSES 
SEP teachers x 2 
SEP teacher aides 
Member 
checking of data 
analysis. 
 
Peer checking 
At the secondary 
school site – 
HOSES 
SEP teachers x 2 
SEP teacher 
aides x 2 
        None  
  Secondary school 
with SEP 
Off site Secondary 
school with SEP 
       Off site  
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Duration  
Six months of 
weekly 5 hour 
informal 
observations. 
Over 3 months 10 x 
2 planned hour 
observation 
sessions with 
HOSES. 
5 day participant 
work diary. 
Document analysis. 
  
12 hours of 
interviewing and 
member 
checking. 
3 hours of audio 
from work unit 
meetings. 
  
 
I chose a critical ethnographic framework because it is reputed to assist 
researchers to uncover societal inequities through the use of social theory. As shown 
in Table 4.1, this research used four stages, a number of steps within each stage, a 
variety and number of data collection methods, and a number of participants in each 
step. I wanted to gain insight into the social inequities of this research setting and 
explain these in terms of wider social theory. Stage four particularly focuses on how 
the explanation of system relations found through the research relates to wider social 
theory. Other concepts drawn from the literature review of research influenced my 
choice of critical ethnographic methodology for this research. 
 Researchers into education for students with disabilities have traditionally 
used quantitative methods that were pre-occupied with experimental and 
clinical data collection about individuals. Contemporary inclusive 
education calls for qualitative research into natural educational 
settings/cultures that allows for greater understanding of successful 
educational practices (Anzul, Evans, King, & Tellier-Robinson, 2001; 
Hanley-Maxwell & Bottge, 2006). 
 A qualitative design method such as critical ethnography allows the 
researcher to uncover shared behaviour, language, and beliefs of a group 
across space and time (Creswell, 2008). 
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 Critical ethnography provides a framework for thinking about the 
relationships between knowledge, society and political action (Thomas, 
1993). 
Educational researchers have laid some foundations for the use of critical 
ethnography that ultimately advocates for social change in the areas of curriculum, 
early childhood, and policy (Anderson, 1989). While critical ethnographies have 
focused on students and teachers both in and out of classrooms; school leaders have 
received less attention (Anderson, 1989).  
There is research that adopts a critical ethnographic methodology in the areas 
of social class, ethnicity, language, and also secondary school contexts (Pasco, 
2003). Mills (2011) offers a recent, in-depth look at the accessibility of multi- 
literacies in the classroom through the use of critical ethnographic research methods. 
In the review of research for this study, no examples of inclusive curriculum 
leadership through critical ethnographic research methods was found. However, the 
use of components of critical ethnography was applied in one research project about 
inclusion and policy in Australia (Moss, 2001). I justified the use of critical 
ethnography in inclusive education as both the concepts of inclusion and critical 
ethnography aspire “to enact social transformation” (Moss, 2001, p. 73). 
In my case, having a child with a disability influenced the lens with which I 
looked at inclusion and exclusion. Another question for self-reflection for the 
researcher, guided by the theory of critical ethnography, is how the study challenges 
injustice and what are the implications for action? (Thomas, 1993, p. 47). By 
answering these questions throughout the research process, this researcher reflected 
the tenets of inclusion and critical ethnography, by “demythologizing the knowledge-
production process by challenging our own authority” and asking of the study “so 
what?” (Thomas, 1993, p. 47).      
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At all stages of the research, I reflected on my experience as a HOSES in 
schools on the research process, and adjusted my behaviours so that I challenged my 
own authority and knowledge within the process. These challenges of authority and 
knowledge included decision making about the research site and participants. I could 
not simply rely on my personal knowledge and determination of exemplary sites for 
the research. The following section describes the process of site and participant 
selection. 
4.2 Participant and site selection 
This section outlines the process of participant and site selection. Purposeful 
participant selection (Carspecken, 1996; Guba & Lincoln, 2000) was used to 
determine an ‘exemplary’ leader of a secondary setting for research. The HOSES and 
the setting in which they worked was determined through a modified snowballing 
process (Cresswell, 2008) where I sought and validated recommendations from the 
field, for example, Education Department personnel and professional organisations. 
In section 4.3.1 the challenges of finding exemplary leaders is discussed. Section 
4.3.2, the recruitment of participants, follows. This section also describes my actions 
for gaining access to the research site and the consent of participants. 
 4.2.1 Finding an exemplary leader 
Critical ethnographers acknowledge the influence of their own values, 
experiences and history on their interpretation of data from research settings 
(Creswell, 2008; Goodman, 1998). As an educator of students with disabilities and a 
parent of a person with a disability, it was important that I was self-conscious of my 
bias, values and experience when collecting, analysing, and discussing research data. 
I acknowledged that, as a researcher, I was not completely objective (Creswell, 
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2008), but in doing so, was alive to my own assumptions and situatedness; thereby 
critically challenging my own perspectives and holding them to critical scrutiny. 
This issue of my previous work experience influenced the selection of the 
leader (HOSES) for the research. For example, as an educator working closely with 
implementation of curriculum policy for students with disabilities, I had insider 
knowledge of where these leaders may be. I was also influenced by the urgent need 
for research about inclusive educational practice in secondary schools through 
“examination of exemplary settings” (Shaddock et al., 2007, p. 85),  
Shaddock et al (2007) did not define ‘exemplary settings’, though they 
described the successful secondary schools as one “… that directly link with 
employers and focus on the skills and competencies that students need to get and 
keep a job” (Shaddock et al., 2007, p. 85). I interpreted this as settings where the 
HOSES demanded the achievement of academic and vocational skills for students 
with disabilities above the traditional special education life skills (e.g., toileting, food 
preparation). The HOSES would perhaps persuade and influence the staff to have 
high expectations that students with disabilities would develop skills that make them 
employable, independent, and active members of the community thus resulting in an 
‘exemplary’ educational setting. For this research, the ‘exemplary’ leader determined 
the selection of the site, as the effectiveness of the leader and the outcomes of their 
site were difficult to separate. The use of the word ‘exemplary’ became important 
when I first began to select the leader and subsequent site for research.     
As no existing framework was found to identify a HOSES ‘exemplary’ status, I 
created a criteria model that I used to support my determination. This model, The 
Four Rs, was devised after researching the variety of leadership models and 
extracting common elements that could be used to identify an exemplary leader in 
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staff in an effort to identify such a leader. It was interesting to note that on each 
occasion, the Education Office staff recommended leaders of special education 
settings that were known as providing ‘exemplary’ ‘life skills’ or ‘therapy programs’. 
It became evident that I needed to specify that the setting I would be considered 
‘exemplary’ if it enacted the state and national curriculum; and vocational programs 
with large numbers of students with disabilities transitioning to work or further 
study. I relayed to district staff the definition of exemplary, as per Shaddock et al. 
(2007) that the leader I wished to participate needed to be specifically focussed on 
curriculum and achievement of students with disabilities, as opposed to traditional 
special education programs. For example, evidence supporting exemplary status of 
the HOSES chosen for this study was particularly strong in the area of responsibility. 
An extract of this area is shown in Figure 4.2, highlighting the complexity and size of 
the Special Education Program and thus the extent of the HOSES responsibility. 
Figure 4.2. Responsibility extract, Four Rs, Smart State High School 
 
 The Education Department staff across three Education Department Regions 
identified two sites with leaders that would match Shaddock et al.’s (2007) 
description of ‘exemplary’. These two HOSES were known to and approached by the 
researcher for inclusion in the study. Both agreed to participate in the research. 
However, consent was only obtained by one HOSES and their supervisor (principal). 
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My telephone messages and email to the principal of one school were not responded 
to. Even though the HOSES of the school was still keen, I did not pursue consent or 
participation from that school after one month of attempts. Typical of qualitative 
research is to study only a few individuals or cases (Creswell, 2008). Apart from the 
initial low number of identified ‘exemplary’ leaders and corresponding sites, the 
need for this research to collect deep and thick descriptions of the interactions people 
within the group, meant that choosing a larger number of sites and participants would 
make the data collection and analysis unwieldy, costly and time consuming. For the 
purposes of this study, the work group was identified as the staff working with a 
large number of students with disabilities in a special education program in an urban 
state secondary school.  
The group observed for this research interacted on a regular basis and shared 
behaviours including thinking, talking, gestures, and artefacts (Creswell, 2008; 
Thomas, 1993); therefore, it could be described as a culture-sharing group (Thomas, 
1993). The culture-sharing group for this research included the HOSES, special 
education teachers and teacher aides. Figure 4.1 outlines the participants at each 
stage of the research. The participant recruitment stage of the research was handled 
carefully as only one site was identified and recruitment required high level 
persuasion skills and honesty to gain consent of the school principal, HOSES and 
Special Education Program (SEP) staff. 
4.2.2 Recruitment of participants          
Initially, the I met with the Principal of the secondary school, Smart State High 
School, to provide an overview of my research proposal. I was surprised to find out 
that the ‘exemplary’ leader, the HOSES, was on leave. However, as she was to return 
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in a couple of weeks, it was decided to continue recruitment. At the initial meeting 
the Principal was given copies of ethical approval from the university and education 
department, and participant recruitment documents - lay summary and research 
overview (See Appendix E). This summary assisted the participants to understand 
who the researcher was, what the researcher was doing, how I was going to conduct 
the research, and what the role of the participant would be in the process. The 
summary explained the research to the “people who are central to it… have a right to 
know” and the researcher has “the responsibility to explain their presence in their 
lives” (Madison, 2005, p. 23). The lay summary assisted the researcher to “gain 
access” (Madison, 2005, p. 22) and explain my presence at the school to implement 
research methods in a respectful way (Appendix E). Its purpose and use aligned with 
the concept of reciprocity as part of inclusivity (Ware, 2004). 
At the initial meeting most of the discussion centred on how the Principal 
would like the researcher to engage with participants and ensuring that I understood 
the importance of the complexity of the setting. My CV was provided to outline my 
experience in the field as a Principal and HOSES myself and I believe this assisted to 
build trust with the Principal, and ultimately assisted to gain access to the site.  
Subsequent meetings with the Principal and Acting HOSES established the 
process of how “to market” the research to the staff of the SEP. The Acting HOSES 
seemed to be concerned that I might be offended or shocked by some of the 
behaviours of students. She seemed very protective of her staff and students and the 
impact of the research on the staff. The Acting HOSES was concerned that staff was 
already busy enough and did not need an expert telling them what to do. I saw this as 
a reference to my role as researcher who was a university academic. Once I had 
outlined the research process and my background in the field, I felt that the Acting 
 116 Chapter 4: Methodology 
 
HOSES was slightly more supportive. However, my notes at the time indicated my 
confidence of gaining access was reduced after this meeting. “I do not feel that the 
research is a definite goer. I think I will feel better when we have signatures on 
participation forms” (Field Journal, 2010, p. 83). It was at this time, I also decided on 
a manner in which I would approach the initial contact with the staff after this 
meeting. This was an important moment in the process as I was committed to acting 
inclusively and respectfully throughout the research. The following comment in the 
Field Journal reflects a research manner in which I would act, which was less 
extroverted than my normal personality.  
Need to work on trust and a relationship in the coming weeks. Need to spend 
time listening. I think I established my credibility. Hopefully the more I 
listen, watch and not discuss issues unless invited; I can develop a trusting 
relationship with the HOSES. Need to make sure I am confidential and quiet 
around the HOSES particularly. (Field Journal, 2010, p. 85) 
Finally, the HOSES, five special education program teachers, and one special 
education program teacher aide agreed to participate in the research and completed 
the permission documents (copy in Appendix F). These staff members constituted 
80% of the SEP teaching staff and 10% of the SEP teacher aide staff. Staff who did 
not participate were kept informed about the research through email and staff 
meeting agenda items. The invitation to participate remained open for the entire 
research period. One teacher joined the research after the diary data collection stage 
and wanted to be involved in the interviews. Other teachers explained to me that they 
did not want to participate because they were part-time or contract staff. Even though 
I still extended the invitation to participate, these teachers chose not to.  
Gaining participation from the teacher aides in the research was challenging 
and overall not as successful as I would have liked. The HOSES and I met to discuss 
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how to enrol the teacher aides and decided that I should speak briefly at a teacher’s 
aide meeting. I sent follow up emails after the meeting to the teacher aides thanking 
them for their time during the meeting. Though I felt my brief discussion was well 
received and interactions with the Teacher Aides while on site were friendly and 
relaxed, only one Teacher Aide completed the diary and participated in an interview. 
The HOSES reported that her conversations with the Teacher’s Aides led her to 
believe lack of time and their busy job affected the participation in the research. They 
may have seen themselves as lacking power in the work group and not relevant to the 
topic of research or a critical to the research. Table 4.2 lists the research partner’s 
role at the site, their pseudonym, and participation in data collection method. More 
detailed description of the research partners is found in chapter 6. 
Table 4.2. Research partner role, pseudonym, and participation 
 Participation 
Role Pseudonym Observation Diary Interview Member 
checking 
HOSES Violet X X X X 
SEP Teacher Anne X X X  
SEP Teacher James X X X X 
SEP Teacher Carolyn X X X X 
SEP Teacher Mr. B X X X  
SEP Teacher Rita X X X  
SEP Teacher Cornett   X  
SEP Teacher 
Aide 
Lucy X X X  
 
4.2.2 Research site.   
The selection of research site and the participants, especially the HOSES, was 
strongly linked. As discussed in the section earlier, the purposeful participant 
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selection of the leader pre-empted the selection of the site. The Special Education 
Program selected was situated in a large metropolitan secondary school (year levels 
8-12) in a low socio-economic area, which catered for approximately 90 students 
with diagnosed disabilities among a diverse population of 700 students. The SEP was 
both a physical building within the school, and a group of teachers and teacher’s 
aides that designed and delivered programs within the SEP classrooms and 
throughout the secondary school. A detailed description of the site is found in 
chapter 5, Site description. 
4.3 Selection and description of data collection methods 
To the critical ethnographer, “data are where you find them, and all things are 
potential data” (Thomas, 1993, p. 39). Data collection for this research included a 
primary record of field notes (passive observation, participant work diary, participant 
observation, and document analysis) which were monological methods, where the 
“…researcher speaks alone” (Carspecken, 1996, p. 41); and semi-structured 
interviews which are dialogical methods of data generation that corresponded to the 
researchers monologue. Though these stages appear lineal or progressive, they were 
in fact on occasions visited simultaneously. For example, preliminary reconstructive 
analysis occurred during and after the compilation of monological data for the 
primary record. 
4.3.1 Monological data collection methods. 
The monological data collection methods or the researcher’s records that were 
used in this research assisted me to establish myself as a passive observer allowing 
me to be present at the site without too much initial impact. During this time, I was 
able to establish relationships and trust with research partners by just being there. I 
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The tool used to record data collected during observation was a primary record 
of field notes. After a number of visits, participant observation through work diary 
was added and document and audio analysis was used throughout most stages of the 
research. A preliminary reconstructive analysis was conducted during and after the 
compilation of the primary record and participant work diary. This preliminary 
reconstructive analysis enabled me to articulate factors such as “interaction patterns, 
their meanings, power relations, roles, interactive sequences, evidence of embodied 
meaning, (and) inter-subjective structures” (Carspecken, 1996 p. 42) into a linguistic 
or written representation (see section 4.6 Methods of analysis and presentation of 
results for an explanation of this stage) 
Primary record of field notes 
A primary record of field notes was kept over the duration of the field 
component to provide a thick description of the research site and its participants. The 
description of the observations captured a lot of objective detail through field notes 
of observations, one day per week over 6 months. Notes were kept in a large 
notebook. These were recorded by a digital pen that allowed ease of uploading to the 
computer for storage. There were two major types of field notes kept: a) thick 
descriptions, highly detailed formal accounts; and b) field journal, diary like record 
of impressions. A number of components and qualities of thick descriptions have 
been developed by Carspecken (1996) and were be adhered to for this research to 
assist validate findings from other data sources. The primary record was based 
broadly on Carspecken’s components (1996, p. 47) and outlined the components and 
qualities of thick descriptions beginning with passive observation and how field 
notes were taken and stored for later analysis. This primary record data 
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complemented the data collected through other observation methods such as the 
work diary.  
I collected qualitative data about interactions between staff about curriculum in 
a naturalistic setting. In addition to data about interactions, data was collected of 
observation of everyday interactions with the team. By taking part in the daily 
activities, rituals, interactions, and events of a group of people as one of the group 
was a means of learning the “explicit and tacit aspects of their life routines and their 
culture” (DeWalt & DeWalt, 2002, p. 1). Detailed descriptions of these interactions 
were recorded in the researcher’s formal field notes. These notes collected over ten 
organised observation days described the non-verbal behaviours such as posture, 
facial expressions, of participants and noted other situational aspects of the setting 
such as time of day, venue and event through text and diagrams. The research 
participants also maintained notes of their interactions through the use of a diary 
within the research period. 
Participant work diary 
Initial data was collected through participant observation recorded in my 
research primary record to obtain greater understanding of the context of the 
interactions. Further observation data was recorded in a work diary kept by 
participants. I chose the diary as it had been used in social and educational research 
contexts to enable the researcher to “give voice to other people” (Plummer, 1983, 
p.1). The work diary provided opportunity for research participants to be partners in 
the research, as “participant researchers”. They became both observers and 
informants themselves (Hall, 2008; Wieder & Zimmerman, 1977). Through the use 
of the work diary, I was able to garner greater insight into how participants 
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interpreted their interactions and how they assigned significance to actions and 
events (Alaszewski, 2006).  
Diaries are commonly used in combination with other data collection methods 
and frequent caution is found about its use in isolation (Basit, 2010; Crosbie, 2006; 
Nicholl, 2010). The complexities and lack of found research commentary about the 
use of diaries led me to decide to pilot the design, creation, and implementation of 
the work diary proposed for the wider research. 
Pilot Study 
Data from the pilot provided vital information to and experience for the 
researcher before the study. A well-executed pilot enabled me to evaluate and refine 
related processes such as the time taken for participants to complete (Kervin et al., 
2006) and improve the instrument itself for the actual research project (Cresswell, 
2008). Improvement of the tool was a particularly important factor as the tool was 
new or being used with a new group of participants (Polit & Beck, 2004), as was in 
the case of this research. Also relevant to this research, was that a pilot assisted a 
relatively new researcher gain experience with working with participants and with a 
new research tool (Beebe, 2007). Because of these factors, I wanted to explore its 
implementation comprehensively within a school team to determine its usefulness. 
The results of the pilot determined many issues that were barriers to ease of use and 
determined that relevant data was being collected before it was given to wider 
research partners. The work diary for this research was piloted with a professional 
colleague at a similar school (Princess Park School) to the research setting before the 
research began at the final research site. A pilot was deemed necessary to determine 
its usefulness specific to this research as the literature review found there was much 
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academic criticism of the use of the diary as a research tool (Bolger, Davis, & Rafael, 
2003; Hall, 2007; Nicoll, 2010). The pilot or the field test is usually characterised by 
administration of a procedure, tool or instrument to a group prior to an actual wider 
research project (Cresswell, 2008; Kervin, Vialle, Herrington, & Okely, 2006).  
Before the development of the diary for the pilot, scans of the literature 
regarding the work diary and its use in research generally provided much valuable 
direction. I sorted this information into the following themes for describing the 
cautions and benefits of its use.1) Purpose - why a researcher would chose it? ; 2) 
Format, ease of use - what constitutes effective and user friendly diary tool? ; 3) 
Participant, preparation and support - how to ensure participants use the diary 
effectively? Table 4.4 summarises the benefits and cautions about the use of the 
work diary drawn from the extensive scan of literature and existing research. By 
sorting information into these themes, I transferred relevant information into a plan 
for a pilot, rather than relying on fleeting references to pilots of diaries in current 
literature. 
The pilot of the work diary at Princess Park School (pseudonym) was 
undertaken as closely as possible using the processes and manner planned for the 
wider research project. The preparation for, support during, and use of the diary by 
the research partners was recorded through researcher’s field notes and unstructured 
feedback sheets (provided as a page of the diary) at the completion of the pilot by the 
research partners. 
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Table 4.4.Summary of cautions and benefits regarding the work diary. 
  
  CAUTIONS BENEFITS 
PURPOSE Records small snapshot in time  
Not widely used in ethnography 
Reactance – may cause a change in 
participants. 
Cannot be used by itself. 
Subjective record. 
Lower cost 
Multiple observation record 
Assists triangulation 
Pre-cursor to interview 
Records and reconstructs events 
Creates conscious perceptions 
Shows practices vary over time 
Rich and illuminating 
Can be used in conjunction with 
other tools to confirm or inform. 
Access to events not easily 
observed or influenced by 
presence of observer. 
 
FORMAT Extensive training and practice 
Time consuming to create and 
complete 
Onerous for diarists 
Difficult to maintain anonymity 
and privacy 
Restricts comparison of events 
Complex, detailed written and 
verbal  instructions and 
terminology required 
Analysis difficult 
Examples need to be provided 
 
Opportunity to compose narrative 
Daily recordings more accurate 
Reduces recall error by diarists 
Provides choice and elucidation 
Records feelings, perceptions and 
behaviour immediately. 
PARTICIPANT Reflection may be challenging 
Event to be identified  
Enlisting cooperation 
Varied literacy/articulacy skills 
Commitments and dedication to 
complete 
Uncertain compliance 
Forgetfulness to complete 
Time consuming 
Self-editing of events 
Self-reporting/administered 
Follow up and support by 
researcher 
Can write about events their way 
Become participant observers 
Self-reporting 
Opinions are valued 
Self-reporting/administered 
 
 
 
 
All members of the school special education program (SEP) and the principal 
were briefed about the research pilot. The research partners included the Principal, 
Head of Special Education Services (HOSES), one Teacher and two Teacher Aides. 
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These staff members completed the work diary for five continuous days. Another 
two teachers signed consent for involvement in the pilot, though did not provide 
feedback about the process, format or usefulness. It is not known if they completed 
the five days of diary entries. 
All diary feedback sheets and the researcher’s field notes were entered 
verbatim into Nvivo 9 software. During transcription I noted similarities between 
research partner feedback comments and previously found themes in the literature 
about the use of work diaries in research. Initially, for the purpose of partner 
checking, these themes were named format, ease of use, preparation and support, 
recount and reflection.  
Format was the theme under which all comments about the diary’s look, size, 
structure, and instructions have been compiled. Before the partners were given the 
diary, the HOSES suggested that it be presented in A5 (smaller size), rather than the 
original A4 format for ease of carrying in their pocket. The researcher and HOSES 
changed the format to the A5 size. No other changes were made to the format 
designed by the researcher before distributing to the research partners. One research 
partner, however, decided to change the format completely from written to digital 
audio. 
One staff member decided at the end of the first day of the pilot, when they 
realized that “…the notebook was sitting on desk and I thought “god almighty – I 
have not done this – and there is more to do” to change the format of the diary. When 
faced with the choice of writing in the diary in the car park, the research partner 
decided to use a digital pen to ‘record’ her recount of the day’s events on the way 
home while driving.  
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I reflected on the whole day from start to finish quite easy due to normal 
practice when driving home. The whole of day took approx. half hour each 
time. I could also make note of things to do simultaneously without having to 
make a handwritten note or stop the car. This was an unexpected advantage. 
(Partner 1) 
Ease of use was the theme under which all comments about the participants 
perceptions of the ease of use, including time spent completing the diary (or not)  
have been compiled. Three participants made direct comments in the unstructured 
feedback space of the diary about its ease of use. All three made positive comments. 
It is interesting to note that staff working in special education programs are required 
to keep detailed notes about students – their behaviour, social and academic progress. 
This was reflected in the comment by one partner, “This was the easiest data recorder 
I have ever used” (Partner, 4). The other two related comments were that partners felt 
the diary was “quite effective” (Partner 3) and “simple to use” (Partner 5). 
Comments by partners regarding time spent completing the diary were varied. 
Partner 5, found it not a time consuming process at all. Partner 3, commented it did 
take time but did not expand on this. Partner 1 found time to complete the daily entry 
most challenging due to the busyness of the day’s events related to student 
behaviour. 
I found time management i.e. scheduling of time to make entries in diary was 
particularly difficult due to the near constant disruptions in "day to day" 
running of the SEP (This week was particularly challenging w. student 
behavioural support). (Partner 1) 
However, Partner 1 overcame this issue by changing the format form written to 
digital recording of audio and competing on the drive home from the school each 
day. “This was no extra work or impact on time or unexpectedly being distracted 
from task as during the day.” 
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Partner 1 also commented that the timing, week seven of term, was not the best 
for recording conversations about curriculum in a week where the cross country was 
held and staff were experiencing stress about literacy and numeracy expectations, 
and the number of relief teachers working in the school. Originally, consideration 
was made for the pilot not to be held during the week of the cross country, 
unfortunately the cross country was cancelled the week before and moved to the 
diary pilot week. 
Preparation and support was the theme under which all comments about the 
processes and actions used by the researcher to assist the research partners complete 
the work diary successfully. Group and individual briefing meetings were held two 
weeks before the diary collection week by the researcher to explain the research and 
its wider context. Written instructions and an example of a diary entry was included 
in the diary. My email address and mobile phone number was also provided to 
research partners in case questions arose during the pilot week. The researcher was 
“on site” for two days, one per week, before the pilot, and one day after the pilot to 
provide any support to research partners. 
Partner 1 made comments about the preparation and support on their feedback 
page. This partner commented about the deliberations they had when addressing staff 
questions about the diary in the absence of the researcher. Reference was also made 
to the provision of the researchers email address and mobile telephone number by the 
researcher. 
…was not sure if I was to follow up with staff regarding their diaries despite 
being aware I could contact Mrs Duke at any time. I chose to refer to actual 
communications and directions I had given by Mrs Duke where staff had been 
informed they could contact her at any time (email or mobile) and as they are 
all adults would proceed with this if they felt required. (Partner 1) 
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Partner 1 also commented about the way in which the researcher offered 
preparation and support by referring to flexibility and unobtrusive participation in the 
school’s daily activity. 
Choices of communications with self, staff and admin were flexible which  
actually enabled the initial communications to be successful for all. Staff duties 
were not interrupted and staff found the flexible and friendly approach both 
supportive and not confronting. (Partner 1) 
 
Suggestions to improve the preparation and support for the use of the diary 
from both partner feedback and researcher’s field notes, included me defining what a 
‘curriculum’ conversation could be and whether it should be recorded in the diary; 
including space in diary entry area for writing about the “Intent of actual enacted 
communication and intended communication” (Partner 1). 
Recount and reflection was the theme under which all comments about the use 
of the diary as a tool for the partners to recount and reflect on the day’s events were 
compiled. It was interesting to note when reading the feedback comments by 
partners; that partners saw the diary as a useful tool that contributed to their work via 
reflective practices. I found this was an unexpected benefit of the use of the diary by 
the researcher. Partners commented that the diary was a useful way to record the 
multiple types of conversations and how they were held during the day. Partner 3 
commented that the recording of the conversations allowed them to debrief about the 
details of the day’s events. Partner 2 commented that the “…diary created a control 
point of recording a small portion of conversations”.  
Another partner noticed that the diary allowed them to reflect on the type of 
conversations they had been involved in. “I quickly realised that if this week 
continued on or was representative of a ‘typical week’, I realised the limitations on 
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my intended leadership regarding curriculum change(Partner 1). Partner 1, who 
chose to record audio diary entries, also found the daily event “liberating” as  
…once the thoughts were captured (documented) further thoughts flowed more 
freely and subsequently were more constructive. I am aware due to previous 
analysis of my own cognitive processes that I have success after consulting 
with others – even if in the sense of a “listening board.” I experienced a 
“mental check list” of the day – and procedures and processes were qualified. 
(Partner 1) 
 
Though, they did not expand further, Partner 4, commented that they looked 
forward each day to completing the diary entry. I assumed this was because of the 
opportunity the diary provided to be a tool for recounting or reflecting on the day’s 
conversations. 
Overall, I confirmed through the diary pilot that- 
 Preparation and support to the research partners must be provided before, 
during and after the collection of data in a personal, yet non-intrusive 
manner (Alaszewski, 2006; Basit, 2010; Bolger, Davis, & Rafale, 2003; 
Camburn, Spillane, & Sebastian, 2010). 
 Choice of format either audio or written, needs to be given to research 
partners (Bolger, Davis, & Rafale, 2003; Zimmerman & Wieder, 1977) so 
to fit the “…requirements of the field setting and the characteristics of the 
informants” (Zimmerman & Wieder, 1977). 
 The diary can be a time consuming, though useful and simple recording 
tool that required commitment by the research partners (Bolger, Davis, & 
Rafael, 2003). 
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 The timing of when the diary should be kept should be negotiated with the 
research partners and should be expected that the busyness of school 
settings may affect the completion rate.  
 Not all partners will complete the data collection tool (Camburn, Spillane, 
& Sebastian, 2010), though attempts to enrol all staff should be made. 
Also the researcher should ensure that even if staff do not participate, that 
they are informed about the intent of the research. Provision of incentives 
was not permitted by the government education department research ethics 
committee. 
Appendix G contains a copy of the article I wrote (Duke, 2011) about the pilot of the 
work diary used for this research. The contents of the article clarified the complexity 
of observation in school settings and the benefits of a diary as a data collection tool. 
The article also contains a full copy of the diary template. The pilot confirmed the 
advantages of the use of the work diary in research including ease of use by 
participants and that it is a substitute for lengthy researcher observation as multiple 
data sets can be collected (Lewis et al., 2005; Marelli, 2007). 
Use of the diary in the wider research project 
Determining through observation, the activities of busy school teams as 
required for the wider research project, could be likened to joining dots of a 
children’s drawing activity to reveal a complex picture of interactions. Teachers, 
leaders and support personnel are in different locations within a school, performing 
diverse tasks for a variety of outcomes that eventually achieve a common goal. As a 
researcher, the quest to observe these busy teams and their interactions with each 
other was daunting and perhaps unrealistic. My decision to use a work diary as part 
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of a wider research project was based on the simple inability of the researcher to 
observe all team members at the same time (Duke, 2011, p. 321). Lessons learned 
from the pilot meant that pre-diary meetings with research partners and clear diary 
instructions (Lewis, et al., 2000) overcame many initial disadvantages. After three 
full days of passive observations by me at the site, each research partner was invited 
to keep a simple work diary (Appendix H) of their interactions with each other for 
five working days. Details, such as times of the day and what the interaction was, 
were recorded and assisted the researcher determine the patterns of interaction. A 
meeting with the HOSES determined the five day period that would suitable for the 
group to maintain the diary. The week chosen was considered less busy than others 
that had events such as school camps planned.  
The HOSES, five special education program teachers and one teacher aide 
agreed to complete the diary. Individual meetings were held with each partner before 
the five days allocated to keeping the diary to explain the purpose, process and 
helpful hints about maintaining it. I did not visit the site during these five days. Via 
email I was able maintain contact with the research partners, and offered reminders 
and extra support for the use of the diary. No research partner required support or 
clarification of the process and all diaries were returned to me by the due date. 
 Diary entries were initially analysed to determine interactions that would form 
the basis of questions for semi-structured interviews with participants. The analysis 
of interactions, enabled me to gain further detail about the team interactions and 
contributed to answering research question two, How and why do these leadership 
practices influence interactions between members of the work group when 
implementing curriculum policy? For example, Figure 4.3 displays the diary entry of 
a research partner Rita.  Table 4.5 displays the corresponding set of semi-structured 
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Documents 
Throughout the research many documents were collected to enhance and 
support understanding of the practices of the HOSES and the work group. These 
documents included minutes of meetings, newsletters, memos, policy, compliance, 
and procedural documents, curriculum documents, media reports, emails, role 
statements, and, as previously discussed, the work diary. Some of these documents 
were offered to the researcher while others were requested. Most were school or SEP 
authored; others were departmental documents relating to strategic plans, role 
statements, and policy. Table 4.6 contains a list of the type and source of documents 
collected. Also collected were local and state newspaper articles about the school. 
Section 4.5.3 contains an outline of the data analysis method of the cultural circuits 
model (Carspecken, 1996; Carvalho & Burgess, 2005; Johnson , 1986) that was 
modified and applied to these documents in Stage 2- Preliminary analysis of the 
research project.  
Table 4.6. Documents collected. 
EDUCATION 
DEPARTMENT 
SCHOOL SPECIAL EDUCATION 
PROGRAM 
HOSES Position Description Four Year Strategic Plan  Disability Action Plan 
SEP State Directory 2010 School Annual Report 2010 SEP Teacher Role 
Statement/s 
Budget Report 2009-2010 Prospectus 2010 Staff Newsletters 
Education Views 
(Departmental Newspaper) 
Responsible Behaviour Plan Meeting agenda and notes 
Inclusive Education 
Statement 
Newsletters Staff Memos 
Inclusive Education Policy Subject Selection 
Handbooks 
Staff Notices 
Educational Adjustment 
Program Procedures 
 Email 
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Meeting audio 
An audio of a whole day planning meeting of the SEP staff was offered to the 
researcher. This audio of a meeting was not initially planned as part of the research 
data collection. It was arranged that I would attend and record the meeting; however, 
I was unable to attend the meeting. The HOSES arranged to record the meeting as 
she thought it would be an important data source. I gratefully accepted the audio and 
the reflections I wrote in the Field Journal at the time noted that the HOSES must 
have felt like a confident research partner to offer to provide data beyond the initial 
research proposal. I also assumed by the researcher that the HOSES had a good 
understanding of the aims of the research project, as the content of the audio aligned 
with the research questions. 
      The audio captured a meeting of the HOSES and four teaching staff during 
a planning meeting in August 2011 during the site observation stage. The recording 
of the meeting was one hour and 36 minutes in duration. Topics discussed during the 
meeting included curriculum implementation, staff roles and responsibilities, use of 
SEP resources, documentation, and accountabilities. The audio was easily uploaded 
to NVIVO 9 for storage, viewing, and transcription. Codes applied to some sections 
of the transcription were drawn from Carspecken’s typology of power (see Table 
3.2). Using this typology assisted me to identify and classify the interactive power 
being observed (see section 4.4.6, interview data analysis). When transcribing the 
audio, the researcher was aware of the possible effect on the behaviour of group 
because of the presence of a recording device (Carspecken, 1996). However, the 
recording provided a rich set of data that contributed to the researcher’s 
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understanding of the practices of the group in the observation stage before and after 
the semi-structured interviews.  
4.3.3 Dialogic data generation, semi-structured interviews 
Stage three of the research used mainly the dialogic data collection method of semi-
structured interview. Another purpose of this stage was to “democratize the research 
process” (Carspecken, 1996, p. 155). The research partners were able to contribute to 
the research process and had a chance to challenge material collected by the 
researcher in stage one (work diary and primary record). For the purposes of this 
research, it was also a supportive process that attempted to equalise the power 
relations as much as possible and keep the research process inclusive.  
 Linking to the elements of the inclusivity of the research, the interviewer 
developed attributes of “mindful rapport”, “positive niaveness”, “active thinking and 
sympathetic listening”, and was aware of any “status difference” and “patiently 
probe” (Madison, 2005, p. 31) to gain answers. Figure 4.6 outlines examples of my 
behaviours associated with these attributes based on the work of Madison (2005).  
Questions for interviews with participants were formulated using the Spradley 
Model to reflect the interviewee as a “subject of agency, history and his or her own 
idiosyncratic command of a story” (Madison, 2005, p. 25). The Spradley Model 
(Forsey, 2008; Madison, 2005; Rubin & Rubin, 2005) is comprised of questions that 
are descriptive, structural or explanative and allows interviewees to provide further 
explanation or elaboration using contrast questions. 
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Figure 4.6. Behaviours of researcher based on attributes of interviewer (based on Madison, 2005). 
             
 
 
       An example of questions using the Spradley Model for use in this research 
is found in Table 4.7. Table 4.7 also shows how this research used the dimensions of 
inclusive education from the Index for Inclusion (Booth & Ainscow, 2002) to frame 
interview questions to the context. These interviews were digitally recorded to allow 
for ease of member checking, transcription, and analysis. Appendix I contains the 
interview questions for all participants based on their diary entries and other 
observations I made. 
 
 
Mindful rapport - 
accord , comfort and 
trust through 
presence at the site. 
Active thinking and 
sympathetic listening 
reciprocal, dynamic, 
listening  without 
judgement 
Positive naiveness - 
unless required did not 
make my background 
apparent and did not 
provide advice. 
Status difference - 
attempted to reduce 
perception of my 
'expertness'. 
Patient probing - 
gaining further 
information gently 
and with respect 
during interviews. 
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Table 4.7. Examples of questions using Spradley Model and Index for Inclusion Dimensions. 
Spradley Model Example question 
Index for Inclusion 
dimension 
Descriptive 
Tour question 
 
Example question 
 
Experience question 
 
 
Native language 
Can you describe the interactions you 
have with your team on a typical day? 
 
Can you recount further the interaction 
you had with Mrs. F on Thursday? 
 
How would you describe the process of 
enacting curriculum policy? 
 
In your journal you referred to ???? Can 
you explain what this means? 
Creating inclusive 
cultures 
 
Creating inclusive 
cultures 
 
Producing inclusive 
policies 
 
Creating inclusive 
policies 
Structural Can you help me understand how you 
were able to lead your staff to enact 
curriculum policy by making the unit 
practices reflect the inclusive culture for 
an education for all? 
Evolving inclusive 
practices 
Contrast I noticed that on Friday you met with 
Mrs. F to discuss the unit plan? How 
useful was the P-12 curriculum 
framework in….. 
Evolving inclusive 
practices. 
 
The interview schedule was designed in collaboration with the HOSES and 
emailed to each research partner for approval. Each research partner decided on their 
own pseudonym at the time of interview. As apparent in Figure 4.8 Interview 
Schedule, the initial diary analysis (explored further in section 4.4.4) determined the 
topics for questions that were related to the interactions described in their research 
partner’s diaries and the accompanying questions based on Spradley design model 
and Index for Inclusion Dimensions. As discussed later in this chapter, initial themes 
of interactions were beginning to be obvious at this early stage. Once a time and 
place was established for the semi-structured interview, I emailed each research 
partner a copy of the questions a week before the scheduled interview time. Two 
research partners, the school Principal and a SEP Teacher-Aide, did not respond to 
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the invitation to interview and, despite further communication by the researcher, they 
were not interviewed. 
Table 4.8. Schedule of interview and topics            
Diarist Topic Date and Time Link to research 
question (RQ) 
HOSES Violet RED Space, student 
engagement 
31 October RQ 1 
RQ 2 
SEP Teacher Anne Additional time, 
LOTE 
24 October RQ 1 
RQ 2 
SEP Teacher James RED Space 24 October RQ 1 
RQ 2 
SEP Teacher Carolyn RED Space 25 October RQ 1 
RQ 2 
SEP Teacher Mr. B Engagement of 
students, RED Space 
25 October RQ 1 
RQ 2 
SEP Teacher Rita RED Space 12 October RQ 1 
RQ 2 
SEP Teacher Cornett* Assessment, role 25 October RQ 2 
SEP Teacher-Aide Lucy Student engagement 
and participation 
25 October RQ 1 
RQ 2 
 
Note: HOSES – Head of Special Education Services; SEP – Special Education Program ; ACARA – 
Australian Curriculum, Assessment, Reporting Authority; QCAR – Queensland Assessment and 
Reporting; P-12 – Prep to Year 12 Curriculum Framework; SOSE – Studies of Society and 
Environment; QCATs – Queensland Comparable Assessment Task; RED Space – Relax, explain, 
debrief Space. 
*Cornett did not participate in diary completion. Interview question topics were derived from 
observations recorded in Field Journal. 
 
 The use of digital audio recording assisted me to engage and concentrate on 
the dynamic process of the interview (Kvale, 2007) rather than the process of note-
taking. The digital recording device used was the Pulse Smart Pen. Like most digital 
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devices, this device provided portability, high acoustic quality, and was able to 
record for many hours (Kvale, 2007) without the fear of battery failure. The 
distraction of note taking and the concern that taking notes interrupts the flow of 
conversation is removed with the use of digital recording (Rubin & Rubin, 
2005).There was no research found at the time that reported on the use of the Pulse 
Smart Pen to collect and store interview data. While interviewing and recording 
observations, I made handwritten notes with the digital pen on digital paper, as 
shown in the example of interview notes from my Journal below (Figure 4.4).  
After the interview, I ‘uploaded’ the page including the handwriting and audio 
(green handwriting) onto my computer. I saved the page as an image and the audio as 
a file. By selecting with my pen, the green handwriting (on the computer or in my 
notebook), I could listen to the audio at specific moments during the interview, 
increase and decrease the speed and volume of replay and bookmark important 
moments. These audio and image files were also added to NVIVO 9 to assist in the 
transcription of interview notes.  
Semi-structured interviews were planned for 60 minutes. Each interview lasted 
between 19 minutes to 1hour 20 minutes and all questions were responded to by the 
research partners. Notes in my Field Journal describe these interviews as “well 
received”, and that research partners were very forthcoming, and candid with their 
comments, insights, stories, and reflections. 
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Figure 4.4. Sample of digital interview notes page. 
 
I believe this candid response was a result of the familiarity with me and trust 
built within the relationship over the weeks of observation, preparation of the 
partners by the supply of questions before the interview, and behaviours and 
attributes of the researcher during interview. The strength of the semi-structured 
interview in this research was that it provided greater detail about the interactions 
between partners, their feelings, opinions and insight, not apparent during the 
monologic (observation, diary, document, video, and diary) data collection stage. 
Though casual observation continued for a number of site visits, planned formal data 
collection was complete after this stage. The main reason for completion of formal 
data after this stage was that initial analysis of data determined that I had reached a 
saturation point, meaning that no new data was being collected.                     
 Chapter 4: Methodology 141 
4.3.4 Data management and storage. 
        Computer software was used to manage and analyse the data collected. 
The choice of computer software to assist recording, sorting, matching, and linking 
of data was made because of the large amount of unstructured but purposively 
derived data. For the purposes of this research, the NVivo software (QSP 
International) was used to assist analysis by providing management of data and ideas, 
a query function, a graphic model, and report from the data (Bazeley, 2007). It was 
hoped that this software would work seamlessly with the Pulse Smart Pen, though no 
research has been found that can provide a basis for this assumption. However, the 
widespread use of audio records for collection of data in qualitative research has 
facilitated the development of programs such as NVivo (Bazelely, 2007; Creswell, 
2008). Working directly from audio allowed me reduced transcription time and 
subsequent cost (Kvale, 2007). The NVivo software was able to use a number of 
audio formats and the use of Pulse Smart Pen and NVivo was compatible. 
Incompatibility of platforms and tools in research has been raised as an issue that 
results from the increased impact of computerisation on qualitative collection, 
storage and analysis of data (Bazelely, 2007).  
Other issues to be overcome by the researcher when using computer software 
for data collection, storage, management and coding were the lack of my familiarity 
and competence of with the use of sophisticated software (Bazelely, 2007; Cresswell, 
2008). To respond to this lack of experience, I attended NVivo training sessions and 
consulted colleagues that were expert in its use as mentors and used analysis methods 
common to critical ethnography, which uses but moves beyond simple coding.                                                                                                                                                                                                                                                   
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4.4 Methods of analysis  
Carspecken (1996) provides structured analysis stages in his critical ethnology 
methodology. Table 4.9, Stages of research, data type and analysis method shows 
how these analysis methods were adopted such as the cultural circuits model and 
pragmatic horizon analysis and applied to data. Other methods were developed by 
the researcher by drawing meaning from one data source and applying it to another 
included the methods and manner of the observable practices matrix. I used three 
methods of analysis to help me understand and tease out what Thomas (1993, p. 38) 
describes as, “The gap between onstage rhetoric and backstage action” of what is 
observed. The following sections provide an overview of the data type as well as the 
analysis method used and detailed description of analysis applied to each data type. 
4.4.1 Overview of data type and analysis method. 
Opportunities for analysis were used throughout the research; however, 
specific analysis occurred at the stages shaded in Table 4.9, Stages of research, data 
type and corresponding analysis method. 
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Table 4.9. Stages of research, data type and corresponding analysis method 
       
Stages of 
research 
Stage 1 
Data Collection 
Stage 2 
Preliminary 
Analysis 
Stage 3 
Triangulation 
through 
dialogical data 
Stage 4 
Discovering 
system relations 
Stage 5 
Explaining 
system relations 
Research steps Data collection 
Observation 
Participant 
work diary 
Initial data 
analysis 
Data collection Examination of 
relationship of 
interactions 
within the site. 
Interpreting 
results using 
structuration 
theory. 
 
Methods Participant 
work diary 
Document 
analysis 
Video 
Researcher’s 
primary record 
Low level 
coding. 
Modified 
cultural circuits 
analysis 
(documents) 
Semi-structured 
interviews 
 
Analysis of data 
gathered about 
micro 
interactions and 
link to macro 
systems. 
Pragmatic 
horizon analysis 
and cultural 
circuits analysis. 
Interpret results 
to confirm, 
extend or modify 
social theories. 
 
 
Structuration 
Theory 
 
4.4.2 Process of data analysis. 
Data analysis occurred at all stages of the research. The Carspecken model 
(1996) has specific data analysis methods that ensure linkage to the social systems. 
Regardless of the data or stage of research, all data was initially sorted using topic 
names based on the name of the interaction identified and then applied to the data by 
the researcher. As apparent in Table 4.10, these topic names became initial codes 
used for initial data analysis for all data sources. 
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Table 4.10. Low level coding applied initially to data based on topic names 
Code name Example Data source 
RED Space “I emailed HOSES about my concerns with the 
RED Space and the way it is being used”. 
Diary entry, James 
Role and 
responsibility 
“I guess as a case manager you need to make 
sure a student is getting what they need from the 
school both in terms of their curriculum and 
their social and emotional well-being…” 
Video transcript, Rita. 
Planning “Need to move from task related goals to 
ACARA. Goals need to be relevant to students 
future…need to look at goals made at the 
beginning of the year”. 
SEP Teachers, Staff 
Meeting Minutes. 
Curriculum “Appointment of SEP subject coordinators to 
devise consistent and inclusive curriculum 
across the year levels in the areas of Science, 
Maths, SOSE, English and Work Education…” 
2010 Disability Action 
Plan, document. 
Student 
behaviour 
“…and a number of students just not 
cooperating not doing the right thing, so one of 
them was on the verge of being sent home, so I 
spoke to his case manager…” 
Interview transcript, 
Anne 
 
Analysis of data in stage three involved a dialogical approach to achieve an 
“insider’s position with respect to culture” (Georgiou & Carspecken, 2002, p. 690) 
through semi-structured interview as “an elaborate member check” (Carspecken, 
1996. p. 89). The use of several data collection methods applied to the same 
phenomenon, as described earlier, is known as triangulation. Through triangulation 
as a process of data collection, this stage required the researcher to “go back and 
forth” linking findings “with participant responses, constantly checking and re-
checking the information….creating solid foundations on which to build rather than 
taking ‘cognitive leaps’” (Hardcastle, Usher, & Holmes, 2006, p. 157). The interview 
data was used to triangulate against observation data such as field notes, document 
analysis and diary analysis. 
Stages one to three of the critical ethnographic method could be considered in 
themselves a thorough doctoral study. However, Carspecken (1996) suggested that 
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the last two stages of analysis relate to social systems making the research a more 
rigorous study. It is through these stages that power was understood in terms of wider 
social theory. The findings are critiqued without simply being the assertion of the 
researcher’s values or bias (Georgiou & Carspecken, 2002). 
In stage four of the research project the analysis included application of a 
micro analysis of data from semi-structured interviews, document analysis, and the 
researcher’s primary record (see Figure 4.5). Analysis of interpersonal interactions 
was applied to move further than thematic coding. From the observation and 
interview data, micro-analysis of interpersonal interactions occurred by breaking 
them into objective, subjective and normative truth claims and locating these within 
broader system relations (Given, 2008). This form of analysis assisted me to reveal 
underlying assumptions regarding “power hierarchies, inequities and cultural 
knowledge” (Given, 2008, p. 149). The following process of data analysis was 
applied. 
1. Initial analysis of participant diaries that determined interview questions. 
2.  Initial analysis that verified accuracy of allocation of themes with 
academic peer. 
3.  Further information, collected through interviews and observation 
(document analysis, primary record), and added to data set of interactions 
for depth. 
4.  Micro-analysis of findings from stages one, two, and three. 
5.  Analysis of stages one, two, and three findings compared to macro level 
social theories (see section 4.6.2). 
4.5.3 Document analysis through cultural circuits model. 
This section outlines the data analysis method of the cultural circuits model 
(Carspecken, 1996; Carvalho & Burgess, 2005; Johnson , 1986) modified and 
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applied to documents in Stage 2, Preliminary analysis of the research project. A 
theoretical assumption underlying the cultural circuits model of analysis is that 
anything that results from a meaningful act, including documents, policies and 
media, carry meaning fields of the producer (Carspecken, 1996; Carvalho & Burgess, 
2005; Johnson in Punter, 1986). These meaning fields are ‘read’ by the group, who in 
turn may “...construct social actors into particular roles, statuses, or positions” 
(Carvalho & Burgess, 2005, p. 1467) as a result. A number of documents were 
collected and analysed for this research as depicted in Table 4.7. A modified cultural 
circuit model based on the views of Carspecken (1986), the theoretical underpinnings 
of Johnson (1986) and the research of Carvalho and Burgess (2005) was utilised.  
Figure 4.5 displays the questions related to the cultural circuit of selected 
documents or products collected in Stage 1 of the research. The process begins with 
questions about 1) production of the product, then 2) the product itself, then 3) 
interpretation of the product by the group, and finally, 4) interactions and activities 
resulting from the product. The interactions and activities of the group may then 
influence changes to the product by the producer.  
             Figure 4.5. Modified cultural circuits analysis model 
 
Production of 
document 
Document 
Interpretation 
of document 
Interactions 
and practices  
Review of 
document 
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determined through coding of topics between the document search, observation 
(work diary), and semi-structured interviews. The final analysis using the cultural 
circuit model (Figure 4.8) was completed after the semi structured interviews so the 
researcher could understand the interactions that revolved around the RED Space. 
Consequently, this analysis contributed to the findings of this research. 
Figure 4.7. Newsletter paragraph. 
RED  
Did you know RED stands for Relax Explain and Debrief? The RED is a space 
created to assist students with disabilities to manage some of their externalising 
behaviours. We are implementing a new restorative practice in the RED space using 
a visual script which is designed to deescalate students. Want to know more? Call 
xxx (HOSES) on ext #. 
 
Please also remember that students are only allowed in the RED space for ten 
minutes at a time and it cannot be used for students to complete work or to get 
curriculum assistance during class time (Special Education Staff Newsletter, 
September 2011, p. 1) 
 
 
Interviews with the general education teachers to determine their interpretation 
was not part of the scope of this research. However, SEP Staff described some 
interactions with general education staff about the newsletter and this information 
was used to confirm findings about interactions and practices related to the RED 
Space. Other documents that were analysed using the cultural circuit model included 
sections of the School Disability Action Plan, Strategic Plan, and Staff meeting 
minutes. The work diary was not analysed using the cultural circuits model as it was 
not a ‘product’ of the social group. Low level coding and diagrams of interaction 
were used to analyse the diary’s description of interactions and determine the 
questions for semi-structured interviews. 
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Figure 4.8. Extract of analysis using the cultural circuits model 
               
 
4.4.4 Analysis of data from diary entries. 
 Initially a diagram of diary entries was completed in an attempt to organise the 
interactions between and practices of members of the group. Figure 4.9 contains this 
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diagram from my research notes that shows the complexity of number and type of 
interactions between members of the work group.  
The drawing of these interactions enabled the researcher to determine topics, 
type and method.  In addition to this low level coding in Stage 2, initial coding by 
topic was analysed using Carspecken’s typology of power (Table 4.2). I also 
developed a ‘method and manner of practice matrix’ at this stage to assist me 
describe the observed practices e.g. “The newsletter was an information sharing 
method of practice that was conducted in an explanatory and strategic manner”. The 
manner or the how and why the practice was used gave meaning to the method of 
practice or observable way of doing something and illuminated reasons for why it 
had been chosen. Table 4.11 depicts that methods and manner used to describe the 
practice during analysis and later in developing findings. Appendix A contains 
specially devised definitions of method and manner used for this research. 
Table 4.11. Method and manner of practice matrix. 
Method 
(observable 
practice) 
Language choice, discussion, meeting minutes/notes, 
budget/resource allocation, information sharing/delivery, 
availability/visibility, decision-making, conversation, reminder, 
process/procedure, sharing, vision/strategy sharing, follow up, 
record keeping, observation. 
 
Manner 
(how and 
why of doing 
something) 
Transparent, accountable, positive, reactive, proactive, collaborative, 
strategies, encouraging, pattern seeking, empowering, expected, 
influential, advocating, persuasive, open, explanatory, sense making, 
consistent, responsive. 
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Figure 4.9. Diagram of diary topics and type of interaction 
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4.4.5 Meeting analysis. 
The audio of a staff meeting was initially heard and then reviewed in its 
entirety. The audio was then transcribed. Saldana (2013) recommends that 
researchers align their choice of coding methods to their type of research questions. 
For example, as the research questions of this study “...explore(s) partner 
actions/processes and perceptions found within the data...” and requires “...methods 
that catalogue and better reveal epistemologies” (Saldana, 2013, p.61), in vivo and 
versus coding techniques were chosen to reveal practices and interactions identified 
within the data. In vivo coding (Creswell, 2007; Given, 2008), or the use of the direct 
language of the partners from the data as codes, was applied to transcript of the 
audio. This choice of coding was an attempt “...to honour... voices” (Saldana, 2013, 
p. 61) of the research partners, e.g., “...clear rules of engagement” (Violet, audio 
transcript) became a code. Second stage coding of the audio transcript used versus 
coding to highlight the tensions and power issues that “...captured the actual and 
conceptual conflicts within, among, and between participants” (Saldana, 2013, p. 
61). A number of binary concepts were identified in the coding process, for example, 
inclusion versus exclusion. 
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units) over time and space (Carspecken, 1996; Fairclough, 2003). This approach is 
detailed below. 
 4.4.7 Stage four analysis 
As described by Thomas (1993, p. 61), critical ethnography “...attempts to 
provide a clearer image of the larger picture of which we are a part”, where the larger 
picture is the wider social system. Stage four of the research was concerned with 
analysis of the complex relationships existing between the social site (the special 
education program) and the general community or other social sites. Two methods of 
analysis, pragmatic horizon analysis and cultural circuits model, were used to assist 
the researcher consider the findings in relation to general theories of society. The 
following section provides a description of these methods and how they were applied 
to data for this research. 
Pragmatic Horizon Analysis.  
    The pragmatic horizon analysis (Carspecken, 1996) was used to analyse 
interview data and the cultural circuits model was used to analyse the school and 
departmental policy documents. I deemed a number of sections of interview as 
interesting because of the language used by the research partner/s that required 
further analysis. Table 4.12 contains an example of a pragmatic horizon analysis of a 
section of interview. In this example the pragmatic horizon analysis contrasts the 
idea in focus -the foreground object- with where the idea originated – the background 
experience or understanding (Carspecken, 1996; Mills, 2006; Pane & Rocco, 2009). 
For example, Carolyn is speaking about the English subject content she is teaching 
students with disabilities. She communicates that the concepts behind the content are 
too difficult for the students (i.e., foreground) and regardless of the modifications 
made, students with disabilities cannot learn these concepts (i.e., background). In 
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other words, the inability of students to understand the English concepts (i.e., 
foreground) is accepted because it infers that students with difficulties cannot learn 
and this is not the teacher’s fault (i.e., background). 
Table 4.12. Pragmatic Horizon Analysis example based on Mills (2006), Curriculum 
Planning. 
Actors: SEP teacher – Carolyn.  Date: 25.10.11 Time: 10:05 
 
The SEP Teacher is speaking about the content for English for year 9 students with disabilities. This content is 
delivered in a separate learning space by this teacher who identifies herself as a “special education” teacher. 
 
Interview transcript – Section 2 
 
I know we are told to modify and everything but I just think the whole concept of Romeo and Juliet for that 
type of child with a learning difficulty is a bit beyond them.  
 
Possible objective claims  
Quite foregrounded, quite immediate 
Carolyn: The concept is too hard for any student with a learning difficulty. 
 
Less foregrounded, less immediate 
Carolyn: having learning difficulty means that some concepts are too difficult to understand and no matter how I 
modify my teaching, they will not understand. 
 
Highly back grounded, remote, taken for granted 
Carolyn: This is too difficult for students with learning difficulties. Students with learning difficulties cannot 
learn. 
Modification will not help students understand this concept. 
Possible normative-evaluative objective claims 
Foregrounded, immediate 
Carolyn: Students with learning difficulties should not have to learn the same content that more able students 
do. 
 
Less foregrounded, less immediate 
Carolyn: No matter what I do as a teacher, these students cannot understand this concept and we can’t expect 
them to. 
 
Highly back grounded, remote, taken for grounded 
Carolyn: These concepts can only be understood by more able students without a learning difficulty and it is 
accepted that these students with difficulties cannot apply higher cognitive understanding 
Possible subjective claims 
Quite foregrounded, quite immediate 
Carolyn: This is not my problem, it is a problem with the learning difficulty or the child not my ability to make 
modifications. 
 
Highly back grounded, remote, taken for granted. 
Carolyn: It is the fault of the student with a learning difficulty that they cannot understand the concept and this 
is because the student is diagnosed with a learning difficulty. So I am justified in not making modifications. 
Comments relating to this analysis to wider dominant disability discourse 
The disability may become the mediating factor in teacher’s action or lack of involvement.  
(Grenier, 2010, p. 395) 
...framed them with medical discourses of pathological defectiveness. 
(Slee, 2010, p. 103) 
As long as students are positioned pejoratively with the disability label, their differences will be viewed 
negatively. 
(Grenier, 2010, p. 396) 
Psychology is a key mechanism to identification of disability and difference. It creates and maintains ableism. 
(Runswick-Cole, 2011). 
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The Cultural Circuits Model.  
During this stage I conducted an analysis of a substantive policy document, Inclusive 
Education Policy (Queensland Department of Education and Training, 2012) through 
the cultural circuits model This was conducted as public policy plays an important 
role in the educational community as a cultural product (Johnson, 1993). It is a 
product of meaningful acts of the government. It can be described as the “...the 
outcome of the competition of ideas, interests and ideologies that impels our political 
system” (Althaus, Bridgman & Davis, 2007, p. 5). Policy implies “authority, 
expertise and order” (Colebatch, 1998, p. 7) directed to society and its government 
employees - in this case all school sites - as providing general direction. How policy 
is interpreted, implemented, and enacted may differ from social site to social site 
(Ball, Maguire, Braun, 2012). For example, a policy can be ‘read’ in various ways 
and affects the actors who read it differently. I compared what was said in the partner 
interviews at the site, to the text of the policy that influences a number of social sites 
(i.e., other schools). This comparison enabled me to identify connections and 
disconnections between the site and the wider society as represented in the policy. 
4.5   Discussion of how research adheres to validity and reliability 
This section addresses how trustworthy the data collection methods and 
interpretation of data was. Trustworthiness is ensured through the practices I applied 
to ensure the validity-accuracy of a result and the reliability-consistency of data 
(Walliman & Buckler, 2008). For this research each method had specific conditions 
to maintain its validity and reliability. Overall, “methodological triangulation” and 
the process of “participant triangulation” (Walliman & Buckler, 2008, p. 207) were 
used to corroborate one method with another, for example, interview data and audio 
data, and to compare research partners views with each other. This section describes 
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methods of validity and reliability to the primary record. Section 4.5.2 outlines the 
processes of methodological and participant triangulation and Section 4.5.3 outlines 
validation of stage four. 
4.5.1 Primary Record. 
The primary record was kept under particular conditions to maintain the 
validity of its contents. These included passive observation of naturalistic social 
interaction, and recording interactions in notebooks, audio and (sometimes) video 
(Carspecken, 1996, p. 88). Following Carspecken (1996 p. 88), I drew on the 
following strategies to increase validity of the primary record through the a) use of 
multiple recording devices and multiple observers, b) use of flexible observation 
schedule, c) practice prolonged engagement, d) use of low inference vocabulary, e) 
use of peer debriefing, and f) use of member checks. Figure 4.6 provides further 
detail of these methods that guided the researcher/observer in the compilation of the 
primary record that supported their objective validity claims, e.g. to practice 
prolonged engagement.  I returned to the field site frequently and for lengthy periods 
to increase familiarity. 
Differences in power between the researcher and the participants, such as 
social class, can distort the validity claims of the primary record. The effects of 
power on the objective claims were reduced by using the following procedures when 
compiling the primary record (Carspecken, 1995, p. 90); a) primary record 
constructed in deference to the participant’s perceptions as much as possible, b) 
included all accounts including conflicting accounts in the primary record, and c) 
established “supportive, non-authoritarian relationships” (p. 90) with the research 
participants and encouraged them to “question your own perceptions” (p. 90). For the 
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purposes of this research, these procedures also theoretically aligned with the values 
of inclusivity. For example, the audio of the interview was offered to participants 
through the interpersonal process recall method (O’Brien, 1993).  
Table 4.6. Validation methods when compiling primary record 
                 Carspecken’s validation methods      My validation actions 
 
The interpersonal process recall method, consisted of replaying audio to 
participants and offering them to pause it any time to comment on any portion of 
what they have heard. One partner agreed to participate and chose to comment on 
how they were feeling at the time, what they were thinking or what unspoken norms 
or beliefs were influencing their original responses. Originally, developed as an aid 
to improve of interpersonal skills, I also used the interpersonal process recall method 
to gain deeper insight into interview data (O’Brien,1993). The participant comments 
about their audio were recorded and provided depth of understanding behind 
subjective material (Carspecken, 1996).   
4.5.2 Methodological triangulation. 
Triangulation is the process of corroborating evidence from different 
individuals, types of data or methods of data collection to improve reliability and 
•note taking and digital audio and video recording 
devices 
•participant work diary used as an 'observer' 
Multiple recording devices and 
observers 
•priority observation given to the group to be 
researched (SEP staff and HOSES) 
Flexible observation schedule 
•returned to the field frequently so as to increase 
familiarity and improve chances of observation of 
naturalistic interactions 
 
Practice prolonged engagement 
•wrote what was said verbatim and indicated tone and 
body movements 
•used the code OC - observer comments when making 
inferences 
 
Use low- inference vocabulary 
•checked possible biases in attention and vocabulary Use peer-debriefing 
•shared notes with people involved in the study to 
determine agreement. 
Use member checks 
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validity of data (Creswell, 2008). I took a number of actions to assist triangulation of 
data. For example, data collection in stage three of the research was conducted 
through dialogic data generation methods. These methods needed to be ‘dialogue-
like’ as opposed to the monological methods where there was no dialogue between 
research participants used in Stage 1 (observation and work diary). By combining the 
mono-logical and dialogical data sets of the research, multiple data sources were 
provided to confirm or disconfirm evidence through triangulation.  
 Data triangulation for this research occurred in three different ways (Patton, 
1999). First, data sources were compared and contrasted with each other. Second, 
data was shared with participants, other researchers and critical friends (investigator 
triangulation). Third, different perspectives were compared and contrasted (theory 
triangulation). The use of triangulation encompassed another important purpose of 
stage three of critical ethnographic research, which was to give the research partners 
input into the research. 
4.5.3 Validation of stage four analysis 
        Carspecken (1996 p. 202) describes four primary conditions that 
successfully validates the stage four analysis. Specifically for this research, these 
conditions included:  
 Ensuring prior fidelity to validity requirements of stages one to three. 
For example, I looked for matches between stages and other social 
sites.  
  Matching researcher’s comparative analysis and participant’s 
commentary. For example, interview questions were designed to 
encourage discussion and connections between social sites.  
 Chapter 4: Methodology 161 
 Matching researcher’s reconstructions and those published and 
produced by other researchers. For example, the analysis of the 
discourse used to describe students with disability and how it 
influences marginalisation (Rose, 2010). 
 Use of peer de-briefers and member checks (Carspecken, 1996, p. 
202) For example, as shown in Table 4.2, Research partner role, 
pseudonym and participation.  
 Ensuring trustworthiness and maintaining an ‘inclusive’ approach to 
the research was undeniably linked to the ethical considerations of this 
research. 
4.6 Ethical statement 
 There were two levels of ethical considerations for this study; 
(1) those related to critical ethnographical research in schools (Madison, 
2005; Noblit, 2004; Walford, 2008) and, 
(2)  those related to research in special education, especially those in 
inclusive settings (Sheehy et al., 2005). 
       Madison argues that critical ethnographers are duty bound to act morally 
because they feel they have a responsibility to make a difference in the world.  In fact 
she proposes that their research “contribute(s) to the quality of life and to the 
enlivening possibilities of those we study” (Madison, 2005, p. 83). The critical 
ethnographer accepts that their research contributes in some way to the research 
being undertaken. Clough and Baron (1995) proposed that the involvement of 
researchers in schools inevitably results in the study changing its participants. I 
acknowledge the critical ethnographic approach discards the need for research to 
“produce a detached, objective standpoint” (Foley & Valenzuela, 2005, p. 218) and 
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acknowledges the need for the researcher to recognise and critically self-reflect on 
their influence on the research and the discussion of its findings (Creswell, 2008; 
Madison, 2005). 
        Some academics have been critical of general ethical guidelines for 
research as being inadequate in the field of inclusive education (Clough & Baron, 
1995; Sheehy et al., 2005). Their argument is drawn from the premise that research 
in inclusive educational settings should be inclusive. For example, research itself is 
in “the hands of those researched and primarily for the benefit of the group” (Sheehy 
et al., 2005, p. 2), inferring that research in inclusive settings needs to be ‘with’ 
rather than ‘on’ the participants. Research generally in inclusive settings should be 
seen as “part of the process developing inclusive educational practices and thereby 
improving the educational experiences of all learners” (Sheehy et al., 2005, p. 1). 
Angrosino (2007) also supports this argument by describing the “main task “of 
ethnographic research “is to train members of the community in the techniques of 
research so that they can do it for themselves” (p. 12). This collaborative, inclusive 
approach leads some researchers to refer to those being researched in their study as 
“partners” (Sheehy, et al., 2005, p. 193).  
To meet the two layers of ethical considerations, this study considered and 
treated those being researched as “partners”. My actions were open and participative 
to reflect the premise of inclusion and acknowledged openly that the research itself 
was part of the understandings developed and not separate from them (Clough & 
Baron, 1995). For example, when negotiating access to the research site, the aims of 
the study and its methods were explicitly outlined to the partners. The choice of data 
collection and analysis methods enabled input from the partners. 
 Chapter 4: Methodology 163 
The inclusion of the partners in the research process in itself made the process 
more complicated. I ensured effective and open communication at every stage of the 
research. Ultimately, I was ‘on site’ for longer to develop trust and gain input from 
the partners. The design and methods used in this research were selected to link 
purposefully with the social cultural theme relating to human rights and inclusion. 
This provided a theoretical and practical foundation for why and how the research 
was carried out and reported. It also provided a platform for advocating for the wider 
issue of education of students with disabilities. 
Appendixes E and F contain examples of the information provided to 
participants, including lay summary and permission documents. All ethical 
requirements for the diary pilot and research project were submitted to Queensland 
University of Technology for Human Research Ethics Approval. The approval 
number was 1000001366. Application was then made to the Queensland Government 
to conduct research in Queensland Schools. This was approved on 7 March 2011, 
reference number, 550/27/1040. 
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Chapter 5:  Description of System, School and Special Education 
Program 
This chapter presents the research findings through a description of the system, 
site, and the Special Education Program (SEP). This description is based on my 
observations of both the school and relevant documents collected while researching 
at the site. The following sections have been included to add context to the later 
description of interaction sets contained in Chapters 6 and 7. Section 5.1 contains 
defines the terms used in Chapters 6 and 7; and Section 5.2 describes the school site 
and research participants. These descriptions and sets of interactions represent a 
sample of practices and exchanges that demonstrate power and interactions used to 
answer the research questions: 
 What practices of power does a head of special education services use to 
enact inclusive education in a Queensland secondary school? 
 How and why do these practices influence interactions between members 
of the work group when implementing inclusive curriculum policy?  
5.1 Definitions of terms 
In this section, I have defined the terms used to describe findings - such as 
interaction, practice, power, and exclusion – that will assist the reader to add possible 
meaning to the findings presented. Practices and interactions are particularly 
important terms as they are the units of measurement for the research questions. 
Definitions of terms used are also contained in Appendix A. 
In the previous chapter I defined practice as: the set of observable skills or 
ways of doing something within a social group that are chosen purposefully, 
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habitually, or on a regular basis. I described these practices in terms of method 
(observable practice) and manner (how and why of doing something) in Table 5.11, 
and provides possible meanings to what these practices looked like. For example, the 
newsletter was an information sharing method of practice that was conducted in an 
explanatory and strategic manner. In this section, I continue to use this matrix of 
method and manner to attribute possible meanings to the practices presented. 
The term interaction is defined using a sociological perspective as 
“...sociologists seek to identify the factors that shape the content and direction of 
interactions” (Ferrante, 2011, p. 138). Interactions are defined as social events that 
occur when at least two people who “...communicate and respond through language 
and symbolic gestures to affect one another’s behaviour and thinking. In the 
interaction process, the parties involved define, interpret and attach meaning to the 
encounter” (Ferrante, 2011, p. 138). Boudon and Boutricaud (2013) summarise the 
work of Weber (1969) as one of the first classical sociologists to link the concepts of 
interaction and power. In terms of interaction, Weber describes power as a 
“...asymmetrical relation between two actors and...belongs with any analysis of 
interaction” (Bouldon & Boutricaud, 2013, p. 267). This research uses the 
methodology of Carspecken (1996), who also draws on Weber’s work to describe 
and later analyse the interactions of power. 
Carspecken’s (1996) typology of power provided me with the language to 
describe the findings about interactions of power between members of the work 
group. Table 4.2 presented four types of power- normative; coercive; interactively 
established contracts; and charm. These types of power are used here to categorise 
the interactions between members of the work group. For example, James uses his 
position as a specialist to email the individual staff member and remind them of the 
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appropriate use of the RED Space. The possible corresponding power typology 
represented here is normative power, as James had the right to email another staff 
member and remind them about his position as a specialist teacher. In many 
instances research partners used “relations of power” (Carspecken, 1996, p. 130) to 
reduce exclusionary practices of others.  
For this research, I used the definition of exclusion as “...a multi-dimensional 
process of progressive social rupture, detaching groups and individuals from social 
relations and institutions, and preventing them full participation in society” (Silver, 
1994, p. 148). I propose that a school is a social site that can have exclusionary 
practices that serve to detach groups and individuals from social relations and 
prevent their full participation in the curriculum. On the other hand, practices in 
schools that ensure the social relations, participation and achievement are achieved 
for all students, can be described as inclusive. A definition of inclusive education is 
difficult to establish. For the purpose of attributing possible meaning to practice and 
determining its inclusiveness, the definition proposed by Education Queensland in its 
substantive policy document, Inclusive Education Statement 2005, is used here: 
...ensur(ing) that schools are supportive and engaging places for all students, 
teachers and caregivers. It is about building communities that value, celebrate 
and respond to diversity. It is underpinned by respectful relationships 
between learners, teachers and caregivers. It is supported by collaborative 
relationships with communities and governments. It is about shaping the 
society in which we live and the type of society to which we aspire 
(Queensland Government 2005, p. 1). 
 
The language of the policy - including words such as supportive, engaging, 
community, value, celebrate, respond, diversity, respect, relationships and 
collaborative - provide this research descriptors of findings that are attributed as 
possible practices of inclusion. Links are also made between the research findings 
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and the “...type of society in which we live and the type of society to which we 
aspire” (Queensland Government, 2005, p. 1) in the initial discussion of findings. 
Use of vocabulary used by the Education Queensland policies, e.g., Inclusive 
Education Statement, such as supported and engaging, assisted me to analyse and 
describe practices and interactions. These practices and are interactions are then 
contextualised to the research site through the vocabulary of its governing body – the 
Queensland Government.  
Another definition important to the presentation of the findings in each 
interaction set is the definition of Special Education. As highlighted in Chapter 1, 
inclusive education is not synonymous with special education (Carrington & 
McArthur, 2012; Slee, 2010). However, within schools, the terms are used 
interchangeably (Slee, 2010. This can add to the confusion of teacher roles and 
responsibilities, expectations and practice. To add meaning to this research, I have 
used Moss’s definition of special education. Moss defines special education as 
opposed to inclusive education, as “...services and practices in schools commonly 
associated with the provision and coordination of support and individualised learning 
programs” (Moss, 2012, p. 152). These services and practices are provided to 
students who have been diagnosed with a disability that meets the criteria of the 
governing funding agency. Adding to this definition, in Queensland, most people in 
the field would agree that Special Education commonly occurs in fully or partly 
segregated settings and is delivered mostly by staff with specialised qualifications or 
employed to work with students with disabilities. 
The vocabulary and specific definitions of interactions, practice, power, 
exclusion, inclusion, and special education used in this section and in Appendix A 
provided me with parameters with which to describe the findings of the research and 
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their possible meanings. As with many critical ethnographic studies, there is an 
emphasis on the importance of language in all stages of the research, including 
reporting its findings. As Thomas (1993) reminds us, “Language is a form of power” 
(p.45) and the goal of the critical ethnographer is: 
...to examine both the language of our data and the language in which we 
speak about our data to identify those traditions, norms, institutions, artefacts 
and other characteristics of culture that provide access into the netherworld of 
mundane life to unblock alternative metaphors and meanings. (Thomas, 1993, 
p. 46) 
 5.2. School site and research participant description 
This section presents findings about the SEP within the context of the school, 
education department (system), and community. These findings added meaning to 
the context in which practices and interactions occurred. Sub-section 5.2.1 contains 
findings specific to the research site including descriptions of students, staff, 
community and location; strategic planning including mission statements; student 
services offered; curriculum; and achievement data. Sub-section 5.2.2, contains 
findings related to the Head of Special Education Services role within the 
environment of the school, community, and department of education. 
5.2.1 Description of Smart State High School. 
Community and Location 
The school is located in a low socio economic area. The Index of Community 
Socio-Educational Advantage (ICSEA) was used to assist determine the socio-
economic status of the school’s location. The ICSEA was developed for the 
Australian Government’s My School Website to assist readers comparing schools to 
identify those “...serving similar student populations” (Australian Government, 
2011). The ICSEA gives “...contextual information about the socioeconomic 
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composition of the school’s student community” (ACARA, 2011). The data used to 
calculate the value of the ICSEA included: 
...student-level data on the occupation and education level of parents/carers, 
and/or socio-economic characteristics of the areas where students live, 
whether a school is in a  metropolitan, regional or remote area, proportion of 
students from a language background other than English, as well as the 
proportion of Indigenous students enrolled at the school. (Australian 
Government, My School Website, 2011) 
In 2010, the ICSEA for Smart State High School relating to student 
background was 907, the national average was 1000. Figure 5.1 is taken from the 
school’s page of the My School Website and represents the school’s relative 
disadvantage (bottom quarter) to the relative advantage (top quarter). Data displayed 
in Figure 5.1 shows that the school’s distribution of students coming from the bottom 
quarter (of relative economic advantage) was high at 67%, and the percentage of  
students in the middle to top quarters (economic advantage) were lower than 
compared to the Australian distribution. While some question the mathematics and 
theoretical underpinnings of the ICSEA (Australian Parents Council, 2011; 
Australian Primary Principal’s Association, 2012), members of the local, adjoining 
and larger state communities would commonly describe the location as having a low 
socio-economic status. Regardless of the socio-economic disadvantage, the school 
principal reported that it has a well-respected team of teachers who chose to stay 
there and teach. 
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Figure 5.1. Background of students at Smart State High School using the Index of Community Socio-
Educational Advantage (ICSEA)  
       
 
 
 
 
 
 
 
Source: Australian Government. 
Queensland schools’ transfer rating for teachers was also analysed to 
understand the context of Smart State High School. A transfer rating for a school is 
determined by its remoteness, complexity, and other issues. The higher the transfer 
rating (up to seven) the more complex is the school context. When a teacher transfers 
to a school, they accumulate points based on the school’s transfer rating. The more 
transfer points accumulated, the more likely a teacher request for transfer will be 
approved. This system was implemented in Queensland schools in an effort to attract 
teachers to remote and rural areas, with the incentive of greater transfer points so 
teachers at the end of their tenure can return to a school of their choice. Though 
Smart State High School is located in a metropolitan area, the school is given a 
higher transfer rating of two compared to other high schools close by ‘on the other 
side of the highway’ with ratings of one. Smart State High School’s rating reflects its 
comparative complexity to neighbouring high schools.  
School: Diverse student population. 
Smart State High School is a government, metropolitan, co-educational 
secondary school. Established over 30 years ago, it is considered a medium sized 
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secondary school (by student population numbers). In 2011, it had a student 
population of 711 students in years 8 to 12; 345 students were girls and 366 were 
boys. The attendance rate for students was 78%. The Indigenous student population 
was 13%. Students that spoke a language other than English at home totalled 13%. 
This data indicates a school that has a diverse population. To add to this diversity, the 
school had significant numbers of students with learning difficulties. The school 
documents and website contained descriptions that reflected pride in its cultural, 
social, academic and economic diversity. This was indicated in the comments, “The 
school has a long tradition of cultural diversity and in particular significant 
Aboriginal and Torres Strait Islander enrolment” and “We recognise that everyone is 
different, and that it is that difference that enriches our community” (School 
Prospectus, 2010). Regardless of the complexity of the school, Smart State High 
School teachers represent a wide range of ages, qualifications and tenure. 
School staff 
In 2011, the school staff consisted of 72 teachers, 64 of them working full-
time. There were a further 41 non-teaching staff, which included teacher aides, 
administration, cleaning staff, and grounds maintenance staff. All government 
schools in the state are required to report to their community every year. One aspect 
of this report is staff retention. In 2011 91% of staff were retained from the previous 
year, reflecting only a small turnover of staff. The school principal reported that they 
employed 10 Indigenous teachers and teacher aides to “...contribute to the education 
of Indigenous and non-indigenous students alike” (School Annual Report, 2011, 
p.ii). Qualifications of teaching staff were also highlighted in the School Annual 
Report (2011). Figure 5.2 is copied from the School Annual Report (2011). 
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Significantly, the majority of SEP staff have or are studying towards the highest 
qualifications in the school (see also Table 5.2.). 
Table 5.1 Qualifications of teaching staff, Smart State High School 2011 
Highest level of attainment Number of classroom teachers and 
school leaders at the school 
Doctorate 1 
Masters 3 
Bachelor degree 64 
Diploma 3 
Certificate 1 
 
Source: School Website. 
The HOSES role was positioned within the wider leadership team for Smart 
State High School and was managed by the school principal. Figure 5.2 displays the 
hierarchy of leadership roles including the HOSES role. As discussed further in 
section 5.1.4, the HOSES role was considered a management role with the 
Department of Education, as opposed to the positions of Principal, Deans and Deputy 
Principal, which were considered leadership roles. 
Figure 5.3. Smart State High School leadership team 
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Special Education Program (SEP) staff 
The SEP was staffed by eight teachers, 14 teacher aides, one HOSES, visiting 
guidance officer and therapy staff. Table 5.2 displays the names (pseudonyms), roles 
and qualifications of the seven SEP staff who provided ethical consent to participate 
in this research. Most staff have worked within SEP for an average of five years. 
Some, but not all teachers, described themselves as Special Education Teachers. Four 
teachers were undertaking further study by completing a Master’s Degree in Special 
Education. Table 5.2 displays the SEP staff’s qualifications and background. 
Table 5.2 Characteristics of teaching research participants 
Role Pseudonym Level of 
Qualifications 
Comment 
HOSES 
 
Violet Master’s 
Degree 
Just returned from 2 
years leave. 
SEP 
Teacher 
Anne Doctoral 
Degree 
Science coordinator 
SEP 
Teacher 
James Completing 
Master’s 
Degree 
Educational 
AdjustmentPlan 
coordinator 
Year 7-8 
coordinator 
SEP 
Teacher 
Carolyn Bachelor 
Degree 
Senior teacher 
English co-
coordinator 
SEP 
Teacher 
Mr. B Bachelor 
Degree 
General education 
trained teacher 
SEP 
Teacher 
Rita Completing 
Master’s 
Degree 
General education 
trained teacher 
SEP 
Teacher 
Cornett Degree General education 
trained teacher 
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Not all research participants had special education qualifications or identified 
themselves as specialists. Violet described the stability of the staff as its greatest 
attribute. She felt this group of staff assisted her to maintain a momentum for change 
because they understood the workings of the unit. The qualifications and background 
of the staff were not as important to her as their commitment to knowing “...what’s 
best for kids and I don’t mean the best for them socially, I mean academically” 
(Interview Violet 1, 2011, line 17). 
School: Special Education Program.  
In 2011, the SEP was one of the largest secondary programs for students with 
disabilities in the state with an enrolment of 80 students with verified disabilities. 
The Department Disability Definitions Fact Sheet (Queensland Government, 2011) 
describes a SEP as being: 
...provided for students with a disability with significant educational support 
needs. SEP refers to the clustering of students with disability and specialist 
teachers with experience and or qualifications in dedicated area (s) of 
specialisation to support these students educational programs. (Queensland 
Government, 2011) 
The SEP at Smart State High School specialised in the areas of Autistic 
Spectrum Disorders, Intellectual Impairment, and Speech Language Impairment. In 
school documents aimed at potential new parents, such as the School Prospectus or 
Parent Guide there are no references to the SEP (even in the Student Support 
Section). The School Annual Report (2011, p. 1) refers to “...our purpose built 
Special Education Program facility for the diverse learning needs of students with 
disabilities”, when describing the characteristics of the student body. The writer of 
the Four Year School Strategic Plan stated that “The school has a Band 7 HOSES 
managing a SEP of approximately 80 students with verified disabilities” (2011, p. 3) 
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in the School Contextual Background section. Overall, there was limited reference to 
the SEP in official school documentation. 
School: strategic planning including aim, mission and values 
 As a government school, the Smart State High School’s strategic plans 
reflected government priorities through a blend of corporate outcomes, standards and 
accountability to individual achievement within the development of the whole 
society.  This was observed when analysing the language used in these documents. 
For example, the overarching aim of the school was written with language that 
reflected the Inclusive Education Statement, 2005 (Queensland Government, 2005). 
The statement emphasises the notion of best for all, and the type of citizens the 
government would like schools to develop. For example, “Our aim is to provide the 
best education possible to all students so that they may become active, resilient 
citizens of the future” (Queensland Government, 2005). The mission statement of the 
school also promoted the notion of individualisation by stating that the school is 
“Making a difference for every student” (School Website). 
Curriculum 
Smart State High School reported that their “...expansive curriculum programs 
cater for each individual student” (School Prospectus, 2010). It provided teaching 
and learning based on Queensland and Australian curriculum frameworks through 
provision of vocational and academic pathways. At the same time, analysis of 
documentation found that the school promoted the following values as guiding 
principles for their curriculum; 
 people and relationships, 
 learning and teaching,  
 rights and responsibilities,  
 attitudes, environment, and 
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 growth in people.  
School documentation contained reports that curriculum was supported through 
a variety of services to students. However, data collected for systemic requirements 
show that the student achievement of curriculum is significantly below the required 
standard. 
Education Department: achievement data 
In this contemporary educational context, it is expected that a school will 
position itself in line with the new corporation of standards, comparison and 
achievement (Robertson, 2005). A sufficient description about the school’s 
performance is provided by the Principal in the 2010 Annual report. The description 
highlights the achievement of students as being significantly below standard in the 
academic areas. 
To date, student achievement in Literacy and Numeracy is significantly 
below National Minimum Standards in all areas...VET and SAT data is 
generally pleasing however student achievement of QCE and OP 1-15 is 
significantly below acceptable standards. (Four Year Strategic Plan, 2010)  
                       
5.2.2 HOSES leadership and role 
          This section presents descriptions about the role of HOSES as performed 
in the research site. Detail of role statements and the position of the HOSES within 
the system was presented in Chapter 2. 
Confusion about the role of the Head of Special Education Services 
Regardless of the existence of an official departmental position description 
(Appendix C), confusion about the role of the HOSES in the research site was 
apparent. The analysis of the role description highlighted discrepancies about the 
language used that influenced this confusion. For  example, dot point one states, 
“...lead the special education unit...teachers, students and stakeholders to develop, 
 178  Chapter 5: Description of System, School and Special Education Program  
articulate and commit to a shared educational vision focussed on providing quality 
learning outcomes for all students” (Queensland Government, 2009). Some school 
staff interpret the statement that the HOSES leads “special education unit staff” as 
meaning the HOSES exclusively leads the ‘unit’, and does not influence or is 
engaged in the education of other students not included in the unit; that is every other 
student in the school. However, this exclusive and limited perception contradicts the 
use of the words used later in the sentence “...quality learning outcomes for all 
students” (Queensland Government, 2009).  
The title Head of Special Education Services also contributed to the confusion 
of staff about Violet’s (pseudonym) role. Special education, as defined earlier in this 
chapter, conjures in the mind of many, an exclusive model of withdrawal from 
education for some students. Though Violet appeared dedicated to inclusive practices 
and the academic achievement of students with disabilities, her practices might be 
constrained by the subversive naming of her department, role, and students to 
maintain the “specialness” of special education. The word special, as added to the 
title limited, in the minds of others, the scope and impact of the leadership practices 
of the Head. 
Violet explained to me that each school will interpret the role of HOSES 
differently. She described a situation where, in some schools, the HOSES is not 
considered part of the school leadership administration team, and had no 
responsibility beyond the students with disabilities. In some cases, lack of 
responsibility  led to increased segregation of students with disabilities because the 
non-SEP staff perceived that because the HOSES was in charge of special education, 
the non-SEP staff believed they did not have responsibility or ownership of 
education of students with disability. In these cases, the non-SEP staff referred all 
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planning, teaching, and learning to SEP staff, as they were “paid to teach those kids” 
(Interview, Rita, line 34).  
In contrast, some HOSES were considered to be a leader in the school and 
contributed to the leadership team to “....develop, articulate and commit to a shared 
educational vision focussed on providing quality learning outcomes for all students” 
(Queensland Government, 2009). In these cases, the HOSES in the school had 
responsibility for leading all teachers, SEP and non-SEP, to meet the needs of all 
learners, including those with disabilities. In Violet’s situation, other teachers as well 
as school leaders had referred to the students with disabilities as “her students”. 
Violet believes this reference to students as her students, reflected a lack of 
ownership by some staff for this cohort of students. She felt it also reflected a general 
lack of understanding that every teacher, in fact, has responsibility for ‘all’ students 
in the school. Violet said she wanted all staff to refer to all students as “our students” 
to reflect a collaborative approach. 
In contrast, other HOSES in different school contexts have responsibility for 
and contributed to the education of all learners. This included those with learning 
difficulties, talents, who are in the care of the state, and whose first language is not 
English. In these schools, the HOSES worked with all teachers in the school to 
determine the best type of adjustments to their teaching and learning for the diverse 
range of the learners in their respective classes. The stark differences between these 
HOSES and how Violet’s role is positioned reflect the value and understanding of 
the role of the HOSES in the community. The writers of one Queensland government 
document, Education for children with disabilities – a guide for parents (Queensland 
Government, 2012) states that the HOSES is a valuable member of the school 
leadership team. However, this point was an important omission in the departmental 
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role statement for HOSES (Queensland Government, 2010) and, as Violet observed, 
this omission influenced the value placed on the contribution of the HOSES in some 
settings. I invited the Principal of Smart State School to participate in an interview 
about this topic. I received no response to the invitation, and further requests were 
also not responded to by the Principal. Unfortunately, this important data was not 
collected. 
 The Queensland Government has provided more confusion in the positioning 
of the HOSES as a leader. The HOSES role and salary had been classified within the 
school leader’s stream, along with principals and deputy principals. However, 
recently the HOSES position became a classified position and was categorised within 
the Heads of Programs stream as opposed to the school leader’s position stream (See 
Appendix C). Previous to this change, the HOSES could apply for a transfer to a 
Deputy Principal position as they had a similar pay scale and leadership 
responsibilities. When the HOSES classification changed, Violet was disappointed 
that she was no longer eligible for transfer to a Deputy position. She had spent time 
in the position of Deputy and found it much less complex in comparison to the 
HOSES role for the same salary. To gain a position as a Deputy, she would need to 
apply through a competitive merit-based interview process. She felt that a career 
option had now been made more difficult for her, and that the HOSES role had been 
undervalued by not being included in the leadership stream of classification. Violet 
believed her role and practice had stronger links to the leadership rather than the 
management stream. 
Violet provided an analogy to describe her leadership style during one of our 
initial conversations. I include it here to provide additional understanding to her 
choices of practices. She described herself as a “bullet train” because she worked at 
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“such a fast pace”. She described the journey of her train and how the staff may or 
may not be “on board” with her. “You know, I’ll stop at stations and I’ll let whoever 
wants to get on, get on. Whoever doesn’t stays on the platform. And there’s a couple 
you’re never going to...who are just going to stay on the platform. There’s one or two 
who will always be on the platform”.  
Violet didn’t seem concerned by the fact that some staff are left behind on the 
platform (those who don’t work with her) or that some staff get on the train (those 
who work with her on some things). She concerned herself instead with those team 
members she describes as “...being in the middle....they are the ones I target”. She 
targeted these members of the work group as they are “...easy to influence to get on 
the train” with her. She reflected that, while she was away on leave, she thought the 
momentum she had built before leaving would keep the train moving “...swiftly 
without her”. Instead, she related that “...it slowly, slowly grinds down and if the 
next person (HOSES who replaced her while she took on leave) gets on...” without a 
similar or same momentum as her, they “...put the brakes on” progress. 
Violet saw herself as someone with similar skills as the driver of the train, 
without whom the train would stop. After returning to her role she felt confident that 
she could increase the momentum of change again in a short amount of time. She felt 
“… like by the end of this term, pretty much all of the things I see as major errors in 
terms of where the implementation of what has happened at this school will be 
corrected in a very short amount of time”. 
The complexity of the role of HOSES and the intricacy of the practices used by 
HOSES is a major finding of this research. Much of this complexity and intricacy is 
not simply due to the role, but also due to the diversity of the culture of school site 
and community in which Violet worked. The misunderstanding and undervaluing by 
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staff about her role further contributed to this confusion. In the next chapter I 
describe a set of interactions named “Rules of inclusion and exclusion” that highlight 
the complexity of the HOSES role and some of the practices observed when Violet 
was leading the SEP. 
5.3 Summary of findings 
A context of disadvantage, diversity, complexity, paradigm tension, and role 
confusion is the major observation related to system, site and the Special Education 
Unit at Smart State High School. Other observations about this context included: 
  The school site was located in an area of relative disadvantage. 
 Student population was culturally, economically, socially, and 
academically diverse. 
 Student achievement data was significantly below National Minimum 
Standards. 
 Violet believed that the complexity of the HOSES role at Smart State High 
School was not valued as a leadership position and was implemented 
differently across school settings. 
The contextual description of the education system, site and the Special 
Education Program provided me with an understanding of the context within 
which the practices of power and interactions were carried out at Smart State 
High School. In the next chapter I begin to describe two major sets of 
interactions between SEP staff observed at the research site; Rules of Inclusion 
and Exclusion and Rules of Engagement. 
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Chapter 6:  Findings: Rules of Inclusion and 
Exclusion 
Chapters 6 and 7 present findings along with discussion as to  how the ‘sets of 
interactions’  found in the research site relate to wider social theory  and answers the 
research questions (Carspecken, 1996). This chapter also presents an initial 
commentary to provide a context for the subsequent findings and discussion in 
Section 6.1. Section 6.1 builds on the literature review and theoretical framework. 
The previous chapter presented findings about the people, places and programs 
related to the research. In a sense, it was an extended site description linked to 
academic and research literature about roles, social, cultural, and economic context 
of the school. This chapter and chapter 7, present findings related to practices and 
interactions. 
Definition of interaction sets 
In Chapter 5, I defined a ‘set of interactions’ as: a recurring number of 
interactions (face-to-face, written and online) that occurred over time and space, 
about a particular topic or issue, that involved most of the research partners. Sets of 
interactions between Violet (pseudonym) and members of the work group (special 
education program staff) were noted concurrently in all data sources - field journal, 
diaries, interviews, document and video. It is important to note that the following two 
sets of interactions were not the only events happening over the research period.  
Some events significantly affected the practices of the Head of Special Education 
Services (HOSES) and the staff. For example, during the research period a member 
of staff and a student died suddenly, staff left the unit for other positions and events 
such as year level camps and sports carnivals added to the complexity of the daily 
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work of the SEU staff. The sets of interactions are included in this chapter as they 
were represented in all data sets and are most relevant to answering the research 
questions. 
The findings of investigation into two sets of interactions represent a sample of 
practices and interactions used to answer the research questions: 
 What practices of power does a head of special education services use to  
enact inclusive education in a Queensland secondary school? 
 How and why do these practices influence interactions between members 
of the work group when implementing inclusive curriculum policy?  
The organisation of findings and discussion of the two sets of interactions 
presented are summarised under names given to the interaction sets – Section 6.2 
Rules of exclusion and inclusion; and, Chapter 7, Rules of engagement.  The content 
of each set represents a theme of interest to the researcher derived from the data. The 
findings and discussion of the Rules of inclusion and exclusion interaction set 
focuses on the theme of exclusion. The findings of the Rules of engagement set 
focuses on the theme of power. The discussion about the findings is placed 
appropriately within the text to support the relevance of the findings. Chapter 8 
contains a combined summary of findings and discussion for both interaction sets 
that answers the research questions along with significance of the research and 
recommendations for future research. Discourse was a significant finding for both 
interaction sets. I have purposefully precluded the findings with some relevant 
discussion of discourse to add meaning to the findings to this research in section 6.1. 
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6.1 Importance of the discourse related findings 
This study did not set out to be or to include a discourse analysis (see Chapter 
2). However, early in the analysis, discourse became obvious when patterns of power 
within written, policy and interview data became apparent. The initial analysis 
determined the type of discourse chosen by staff to describe the students, staff and 
curriculum. This discourse was commonly found in the practices and interactions in 
the two sets, Rules of inclusion and exclusion and Rules of engagement.  As outlined 
previously, discourse is described as “... certain ways of thinking, talking and acting 
that are infused with power” (Rice, 2005, p. 425).  
The analysis of the research partners’ discourse, using pragmatic horizon 
analysis and the cultural circuits model, determined how the partners situated 
themselves and others within the interaction sets (Horrocks & Jevtic, 2013). This is 
important, as it supports existing knowledge in the area that discourse of teachers can 
perpetuate unequal academic and social positions of their students or of their co-
workers (Cohen & Lotan, 1995). This research builds on the findings of Thomson, 
Hall, and Jones (2012, p. 156) who assert that some dominant discourse in schools 
“…work against the leaders’ expressed desire for change” therefore, highlighting the 
importance of discursive social practice as part of change leadership. 
I claim that discourse used at the research site was a practice of power by 
research partners to influence others during their interactions. This discourse was a 
result of thinking, which in turn influenced actions of others, leading to the exclusion 
and inclusion of students. I acknowledge that research partners did use a strengths-
based discourse during their day to day activities. However, the discourse of deficit 
was observed as being more powerful during interactions between members of the 
work group during discussions that were important to them. As Grenier (2010) 
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theorised, “…within social constructionism there are no deconstructualised 
statements” (p.392). The findings related to discourse are placed here to explain the 
effects of discourse, particularly deficit discourse, and the macro-society wide 
processes within the context in which they occurred (Rogers, 2011).  
The deficit discourse used at the research site confirmed what is already known 
in the field about its existence and impact on teaching and learning (Graham, 2010; 
Graham & Macartney, 2012). Three principle discourses were determined during 
data analysis stage and I described them as:  
 discourse about student deficit, that is the thinking, talking and acting 
by research partners that is backgrounded by the premise that students 
are “…inherently flawed” (Grenier, 2010, p. 389). For example, 
“...they are at a very low level”, “...they couldn’t cope”, and “...seem 
incapable” (Sources: Interviews/Carolyn & Mr B & Cornett). 
 discourse about teacher deficit, that is the thinking, talking and acting 
by research partners that is backgrounded by the premise that teachers 
are incapable or unwilling to make adjustments for the learners. For 
example, when Violet discussed the continual need for teachers to 
gain assistance, her comments were backgrounded by a deficit attitude 
about and from teachers, “...in the classroom, the teachers, they are 
learning helplessness themselves...” (Source: Interview/Violet/2/line 
32) and,  
 discourse about curriculum deficit, that is, the thinking, talking and 
acting by research partners that is backgrounded by a premise that the 
curriculum is faulty because it does not meet the needs of learners. For 
example, “I think they are doing a curriculum, but if it’s in line with 
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what the mainstream curriculum is, then they’re wasting their time.” 
(Source: Interview/Mr B/line 17) 
  At Smart State High School staff used discourse that reflected deficit thinking 
about students, curriculum and other teachers. This discourse circulated within and 
outside the workgroup until it became an accepted social practice. The discourse was 
then used to justify the actions of staff such as I can’t teach an inappropriate 
curriculum to students who are incapable.  A finding of this research is the particular 
discourse that was used by staff as truth about students, staff and curriculum. This 
discourse was used to begin, maintain or change truths about students, staff and 
curriculum. For example, when a teacher described a child as “...incapable of 
understanding skills....” (Source: Interview/Carolyn/Line 37) she used a truth 
statement commonly associated with the deficit descriptions of students with 
disabilities in education (Graham, 2010).  
My initial analysis of the statements of truth by research partners was that 
they were used as a practice of power to justify the actions of others and self. They 
were usually spoken with an intonation that the statement was an inarguable fact - as 
if it were common knowledge. For example, when Carolyn described a student as, 
“...incapable of understanding skills”, she was using this statement in the interaction 
as a well-known fact that proves students with disability cannot engage in the same 
curriculum as their same age peers. Carolyn goes on to write that this incapability 
will prevail, “...no matter how much structure and guidance is provided as 
assistance” (Source: Work Diary/Carolyn/12.9.2011). What was interesting during 
analysis was that statements of deficit used by the work group appeared to imitate 
one another. These statements were used by research partners in interactions for the 
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same reasons, which was to influence and persuade others why they could abdicate 
responsibility for the students learning (Paull, 2009).  
The statements therefore, served to reinforce the commonly held position of the 
work group that their students were incapable of learning the mandated curriculum 
and it was acceptable that teachers should feel this. For example, similar statements 
about students by others included that “...they couldn’t cope...let alone me trying to 
teach them....” (Source: Interview/Cornett/line75) and “It’s the mental developmental 
stage of the student… not being able to…not having the social interaction or…and 
the abilities to handle the classroom situation” (Source: Interview/Mr B.). What 
became apparent in the analysis and a constant finding was that the imitation or the 
act of reinforcing this commonly shared view of the truth about student ability, or 
lack of it, was a reason used for justifying exclusionary practice at the research site. 
This finding relates to what is already known about the structures that produce and 
reproduce social practice (Giddens, 1984).  
Giddens (1979, 1984) explained that all acts, including statements produced 
when speaking or writing, are acts of power or disempowerment. Structure refers to a 
“...set of rules and resources on which human agents draw to enact social practices” 
(Day, 2010, p.341). Giddens (1984) also explained through the theory of 
structuration how practices are continued or enduring, and reproduced by those who 
produce the acts.  
The basic domain of study of the social sciences, according to the 
theory of structuration, is neither the experience of the individual 
actor, nor the existence of any form of social totality, but social 
practices ordered across space and time. Human social activities, like 
some self-reproducing items in nature, are recursive. That is to say, 
they are not brought into being by social actors but continually 
recreated by them via the very means whereby they express 
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themselves as actors. In and through their activities agents reproduce 
the conditions that make these activities possible. (Giddens, 1984, p.2) 
The imitative aspect of the discourse in this research and the way it produced 
and reproduced practices from the wider society, led me to explore other names than 
the words, truth statements to describe this phenomenon. The interrogation of the 
language used in schools to overcome exclusion and “…speak inclusion into action” 
(Graham & Macartney, 2012, p.198) is a recommendation of research in the field 
(Booth & Ainscow, 2002; Robinson & Carrington, 2002). Previous researchers who 
studied the use of words, labels, terms, categories, and phrases found these words, 
terms, categories and phrases, and labels can “…take on a life of their own 
influencing thoughts perspectives and attitudes…” (Graham & Macartney, 2012, 
p.198).  I have named this collection of words, labels, terms, categories and phrases 
used in the research site as a power meme to reflect the leadership field of studies  
The term meme was originally used by Dawkins (1976) who described them as 
small units of cultural transmission” which “...propagate themselves...a process 
which, in the broad sense, can be called imitation” (p. 192). Examples of memes 
include musical and spoken phrases, clothing fashions, gossip, habits and political 
ideologies or all cultural behaviours passed on in various ways, for example, through 
conversations, reading, television (Blackmore, 1998; Payne & Barbera, 2013). A 
successful meme is one that is continually imitated and passed from “...generation to 
generation and neighbour to neighbour” (Barker, 2004, p. 120). I have borrowed the 
term meme to name a collection of labels, terms, categories, and, phrases used to 
justify, promote or explain practices at Smart State High School. The meme is a 
significant finding of research in the leadership field as it gives a name to the 
discourse used as a practice of power. I use the term power meme in this chapter to 
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name the small unit of cultural transmission, the spoken or written phrase, which is 
produced and maintained through imitation (Dawkins, 1976) in the work group.  
The power meme was an observable practice at Smart State High School, 
which was used in interactions to perpetuate inclusionary and exclusionary actions of 
the work group. The finding and naming of a speech act as a power meme contributes 
to the existing body of knowledge about how and why deficit discourse may be 
transmitted in the work group. The concept of the power meme illuminates how a 
speech act is a practice of power that is transmitted within groups to influence or 
resist change as opposed to an interaction viewed by researchers in the disability 
studies field as an operation of discursive transmission of disablement (Danforth & 
Rhodes, 1997).Though it has not been named before in the change leadership field, 
most educators would recognise power memes such as, “I am not paid/trained to 
teach that child’, “The curriculum is inappropriate”, “The child is incapable of 
understanding”. The exact words may change but the attitudes behind these 
collections of words do not. The power meme is a practice that is not isolated to the 
work unit, but reflects a relationship between individuals, groups and wider social 
systems.  
Giddens argued that agency the ability of people to make things happen 
through the power to intervene, and meant that power can be used to challenge 
existing structures (Ashley, 2010). For example, if people challenge the structure, 
“...then over time new structures may develop. Individuals are capable of 
transforming structure” (Jones & Karsten, 2008, p. 130). At Smart State High School 
it was evident that some research partners used power memes, along with other 
practices, to produce and maintain exclusion. At the same time some research 
partners, especially Violet, used power memes, along with other practices, to 
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challenge the common practices of exclusion and encourage inclusion. The next 
sections of this chapter, 6.2 and chapter 7, describe these findings in two interaction 
sets and discuss them through comparison to the wider social theories of discourse 
and power. 
6.2. Rules of inclusion and exclusion: findings and discussion 
6.2.1. Introduction. 
I titled the first significant set of interactions observed at Smart State High 
School, Special Education Program as Rules of inclusion and exclusion. The title 
reflected the focus on the practices and interactions around inclusion and exclusion I 
observed surrounding the use of the SEP RED Space. This section presents these 
findings. The RED Space (not its real name), was a SEP supervised program and 
place or room within SEP building, where students with disabilities went to ‘relax, 
explain and debrief’ with staff (Source: Observation/Document/Newsletter). Students 
usually went there after a significant emotional or behavioural event in the classroom 
or playground. The intention of the HOSES was that the RED Space was part of a 
holistic set of strategies based on the general principles of restorative practice, a way 
for students to take responsibility for their actions and acknowledging what happened 
and who it happened to (Macready, 2009), and supportive, positive behaviour 
management (Source: Interview/Violet/1/Line 81). My findings demonstrate 
confusion by other members of staff about the appropriate use and intent of this 
room.  These varied perceptions about the use of the RED Space led to the exclusion 
and inclusion of students with disability in and from the curriculum. The practices of 
the HOSES that ultimately improved inclusion of students in curriculum were 
apparent when she led others to align understandings of the group to relevant policy 
and practices. 
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The following section describes one of three sets of interactions collated under 
the headings of 6.2.3 – Description of interaction set; 6.2.4 – Chronology of 
interactions (timeline); and, 6.2.5 – power practices. 
6.2.2 Description of interaction set- Rules of inclusion and exclusion. 
This set of interactions occurred over three months while I was at the research 
site. I initially noticed interactions about the RED Space when collecting documents 
for analysis. The use of the RED Space was mentioned in minutes of meetings soon 
after the return of the HOSES from a period of leave. All teaching-research partners 
were involved in one or more interactions about the use of this room at various points 
and in different ways (Source: Interview/James/1). Interactions about this topic went 
beyond the SEP staff to include general teaching staff within the school. The RED 
Space was positioned as a room in the SEP building. 
Figure 6.1., Location of RED Space, contains a sketch of the northern end of 
the SEP building highlighting its location (Source: Field Journal/Sketches/2). The 
use and allocation of space for the RED Space is important as it was purposely 
located centrally, close to the HOSES’s Office, Staff Room and Reception. This 
location was chosen strategically so that it was close to staff, especially the HOSES 
and Teacher Aide located in reception, to ensure supervision of students. A SEP 
Teacher was timetabled by the Head for supervision in the room for most of the day. 
This teacher was supplied with a computer area to record incident reports, connect to 
school wide data base and access resources while supervising students in the room 
(Source: Observation/Video/Pupil Free Day).  
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Figure 6.1 – Location of RED Space in northern end of building 
  
The initial interaction in Rules of Inclusion and Exclusion started with a core 
group of long term SEP teachers reporting to Violet the issues they were 
experiencing in the use of the RED Space. Research partner diary entries highlighted 
these reports and interactions within the work group. Most teachers who completed 
the work diary had an entry about the RED Space during the same week (Source: 
Work Diary entries).   
Table 6.1 displays these entries relating to the misuse or use of the RED Space 
by students and teachers and some of the interactions that took place as a result – 
email, conversation and reporting. Issues recorded included students being sent to the 
space to complete homework rather than to relax, explain and debrief. The diarists 
identified patterns, such as students leaving particular classes on a regular basis to 
attend the RED Space. The reasons for these reports were varied. Some research 
partners were worried about the misuse of the room by students and others the 
 194  Chapter 6: Findings: Rules of Inclusion and Exclusion  
misuse of the room by teachers. For whatever reason, their concerns were linked to 
their perceptions of misuse and a need to change this misuse. 
Table 6.1 Diary Entries – RED Space 
Research 
Partner 
Diary Entry 
James 30/8 – I emailed Violet about my concerns with the RED Space and the 
way it’s being used. Staff are sending students up to use the space as a 
homework centre or to get help with class work rather than debriefing 
with students. Violet then followed up with a reminder in a new staff 
newsletter which was emailed to everyone. 
1/9 – I emailed all staff in school to notify them of the correct use of the 
RED Space as many staff send students to complete work. RED Space is 
to debrief and discuss emotions and behaviour. 
 
Mr. B 9/9 – J needed to be collected from B Block after walking out. Spoke to 
him on the way to the RED Space.  
 
Rita 12/9 – Use of RED Space. Students are being sent to RED Space to 
complete assessment task. Discussion with James re: appropriate use of 
RED as in acronym – relax, explain, debrief and is for escalated, upset, 
angry students. 
 
Carolyn 12/9 – P2 – RED Space duty. A regular pattern is occurring still. Student 
from HPE class is coming to the RED Space and refusing to return to 
class. Discussed this again with a SEP teacher who agrees that a small 
group should be made for students who are finding the class 
overwhelming. Like (indecipherable) to understanding and peer 
relationships. Will follow up with Violet. 
 
One reason given for why students left classes was reflected in a deficit 
discourse. For example, one diary included the statement that students were 
“...finding the class overwhelming...” because of their lack of understanding and peer 
relationships (Source: Diary/Carolyn/12.9.2011). The class was a health and physical 
education class and the diarist wrote that a she had discussed with other staff that 
instead of attendance at this class “...a small group should be made for these 
students”. This was considered important enough to “...follow up with HOSES”. This 
discourse reflected the observation at the wider social level by Slee (2010, p. 103) 
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that institutions have “...reduced disabled people with fixations with their 
impairment… requiring policy solutions”.  
In this case, Carolyn assumed that students with disability must be 
overwhelmed in their class because she emphasised their impairment, for example, 
students did not have the understanding or the peer relationship skills to stay in class.  
She then felt it important enough to gain agreement about her assumption with other 
staff and then follow up with the Head. By referring to others and the Head for 
further action could be seen as her need for a “policy solution” (Slee, 2010, p. 103). 
Carolyn’s suggested solution to provide a separate, exclusive small group for 
students with disability (see table 6.1) rather than attend their timetabled class could 
have been backgrounded by her belief that the students with disabilities were unable 
to cope. The practice of developing a small group could be seen as an attempt to 
exclude the students so they can be “...perpetually kept under surveillance through a 
whole network of supervision” (Allan, 2008, p. 87). Allan (2008) writes that the 
child with a disability is subject to practices that distinguish them from normal.  
In Carolyn’s case perhaps she felt that the teacher should not be seen as 
allowing students to be overwhelmed, and needed to be kept safe (Figure 
6.1.Pragmatic Horizon Analysis/Carolyn/2). Therefore, students needed to be 
provided with a place where they would be safe and watched by specialist staff. 
Carolyn’s possible subjective claim, as analysed through pragmatic horizon analysis, 
was to keep students safe. This was a reflection on her belief about the inability of 
some teachers to be able do this in the general teaching spaces. Carolyn also clarified 
that provision of a separate space for students with disabilities could also relate to an 
attitude that they were incapable. Thus, distinguishing the students as abnormal and 
perpetuating the wider institutional practice of exclusion and providing separate and 
 196  Chapter 6: Findings: Rules of Inclusion and Exclusion  
exclusive options to keep them safe from harm. This was evident in her comment 
when referring to the work given to students in the classroom, “It’s still very difficult 
for them because they are at a very low level and I often think they would be better 
off doing other things” (Interview/Carolyn/Line12). Carolyn does not refer to the 
responsibility of teachers to differentiate or adapt the teaching process to ensure 
student achieve the curriculum. The perception of the lack of differentiation by the 
staff at the SEP is discussed in the next chapter. 
 Other entries written by the research partners also demonstrated the 
importance that the staff placed on notifying Violet of the situation and that this was 
expected and that she was available via different opportunities and methods such as 
meetings, conversations, email. It was expected that a change would be made and 
that this would require a “policy solution” (Slee, 2010, p. 103) to be led by the 
person who had positional power within the work unit. In addition to these diary 
entries, research partners were asked to explain more about the issue during 
interview. 
In interviews research partners provided greater detail and examples about the 
issues related to the RED Space. Their concerns included the use of the space and the 
misunderstandings about its purpose reflected by the reasons teachers send or do not 
send students to the space. For example, Carolyn’s opinions about the misuse 
focussed on the students choosing or being allowed to default to the space. She 
highlighted that the students were going to the RED Space “...every time there’s a 
certain subject, you’ll see the same people turn up”.  
Carolyn referred to the deficits of students as a reason for their inability to cope 
in the mainstream classrooms because they cannot self-regulate their behaviour. 
Carolyn felt some students spent far too much time at the RED Space and this should 
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be monitored and measured, “...we haven’t come to what’s the penalty or do we ban 
them totally when they are coming in all the time for some need to be there to wind 
down but some...use it to avoid classes...and sit with their legs up and um, while 
away the time” (Source: Interview/Carolyn/line 12).  
Carolyn’s description of the students’ use of the space and her use of punitive 
language (e.g. penalty, ban) reflected a background attitude that students did not have 
the ability to self-regulate or commonly tried to avoid work rather than use the space 
to relax, explain and debrief (Source: Pragmatic Horizon Analysis/Carolyn).  
Conversely, Cornett, another teacher working in the SEP, blamed the teachers for the 
inappropriate use of the RED Space because of their inability to make adjustments 
for students. 
...they just send them away ‘cos they can’t deal with them...but it annoys me 
‘cos teachers don’t make  those adjustments for students, they might try 
different things but nothing dramatic enough and supportive of students, they   
say ‘they (the students) are just doing it for attention’. I think the RED Space 
gets abused a lot. (Cornett, Interview, 2011, Interview 1) 
These conflicting accounts and opinions by research partners could have been a 
result of a period of inconsistent leadership while Violet was on leave. The practices 
and interactions she encouraged including professional learning through discussion 
about SEP practices may not have been provided in her absence. During her one of 
her interviews Violet spoke about some SEP practices she had worked so hard to 
establish, such as collaboration between staff, were not maintained in her absence 
(Source: Interview/Violet/2/Line 15). As a result inconsistent opinions and practices 
were still apparent in the work group.  
It seemed that James (pseudonym), a long term teacher at the SEP, had a 
similar view about teacher responsibility as Cornett. During the interview he blamed 
the lack of ‘ownership’ of the education for students with disabilities by the teachers 
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and their misunderstanding of the purpose of the RED Space as contributing to the 
exclusion of students from classroom programs. He provided the following example 
to support his opinion that teachers exclude learners from their classrooms. 
...so the biggest thing with the RED Space, we have a mainstream staff 
member from the school send two of her kids up with some work to do, so 
they weren’t needing time to chill out, they were using the RED Space as an 
extra learning space to get us to teach them the content. So rather than modify 
the work, help kids out in her own class, she sent them up to us to deal with. 
(James, 2010, Interview 1) 
James’s ideas about the classroom teachers not taking ownership or responding 
to the needs of students with disability can be explained by reference to a number of 
theories. The word mainstream itself is a dated term that Grenier (2010) believes 
implies two separate systems, special and mainstream, for educating students with 
disability that is used within institutions and the wider society. Through the use of 
the term mainstream, James was perhaps demonstrating that two separate systems, 
mainstream and special, existed at Smart State High School. James was 
unintentionally maintaining this separation by using the term. The teacher he 
described was perhaps “...prioritising her experience at the expense of his (the 
student’s) education” (Grenier, 2010, p. 396) or believed that teaching students with 
disabilities was not her responsibility, while a separate system specialising in 
disability existed in the school.  
This interaction reflects a wider social view outlined by Graham (2010) that, 
special education, is a discrete and separate field from mainstream education. 
Therefore, by highlighting the differences between mainstream and self, James 
described an us and them discourse. Us in this case the Special Education Program 
teachers, and them being the mainstream teachers at Smart State High School. This 
delineation of roles and responsibilities based on how they identified themselves, 
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who they teach and where they teach (mainstream versus special), entered the 
discourse of most research partners and became a power meme used to justify 
exclusionary practices such as the use of the RED Space. 
The us and them discourse in relation to roles and responsibilities was not an 
isolated situation found only at Smart State High School and is apparent across 
global education systems (Armstrong, Armstrong, & Spandagou, 2010). This has 
prompted academics to espouse the philosophy of inclusion to overcome this 
mentality. Graham (2010, p 11) synthesises the inclusive education philosophy and 
offers that this philosophy “...attempts to avoid the clear demarcation of boundaries 
that lead to compartmentalized models of education and politics of us and them”. 
This demarcation was apparent in the interactions and practices about the RED 
Space, but was even more clearly evident in the findings of the second interaction 
set, Rules of engagement, presented and discussed in section 7.2.  
Analysis of interview data uncovered the correct way to use the RED Space as 
perceived by research partners. Mr B, a recently employed teacher in the SEP, 
presented a student-based, proactive opinion about the RED Space:  
I use it myself as part of behaviour. If a kid gets to a point, usually that they 
are so wound up dealing with other issues, and they come into my lesson and 
have to do something they don’t want to do, or not able to do something they 
want to do – then I send them out, give them 10 minutes so they can come 
back and be ready to work then. (Mr. B, 2011, Interview 1) 
Mr B described how he used the RED Space as an example of its correct use in 
a holistic, inclusive positive behaviour approach. He also described the process of 
referring students on (to the HOSES) if the use of the RED Space was not working. 
He described the RED Space as “kinda like a buddy teacher”. The use of a buddy 
teacher is a strategy used in many schools where teachers have a buddy class where 
they can send a student who is being disruptive to help them settle down and then 
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return afterwards to their original class (Edwards & Watts, 2004). While referring to 
the RED Space duty (supervision of students in the RED Space by the teacher) he 
said, “I try to get them (students) into lessons after they’ve been sent there”. This 
demonstrated that Mr B understood that the use of the RED Space was a temporary 
measure that was part of a restorative practice. When students first arrived at the 
RED Space, he told me that he determined whether the reason for arriving was a 
valid one (to relax, explain and debrief); he then tried to give students a strategy to 
“...move on. Or ideas about how they can work around the problem that they’ve got”.  
Mr B’s comments about his use of the RED Space reflected the same intent of 
the HOSES for a place to develop a proactive and restorative response to develop 
student efficacy. These comments also demonstrate the successful transmission of 
the correct use of the space by the leader. The use of the words by Mr B, ‘relax, 
explain, debrief’, originally transmitted by Violet, is an example of a significant 
meme that travelled through the work group and gave Mr B some educational 
standing in the conversation with me. He used the meme to explain to me the space’s 
correct use. The tone that was used led me to believe that what he said was an 
indisputable fact. This positioned him as the knowledge holder and part of the group 
and silenced me as an outsider. In this case, the use of the meme privileged Mr B in 
the conversation (Rex & Schiller, 2009). The use of the meme to transmit the practice 
of the leader and the work group was a significant finding. Further examples of the 
use of the meme as a practice of power are discussed in the next chapter. 
All data sources contained the perceived misuse of the RED space by teachers, 
students and staff. Teachers may have directed students to attend the RED Space to 
complete academic work because the student couldn’t complete academic tasks in 
the mainstream classroom. This was considered in opposition to its purpose by some 
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to provide a space for students who required time to ‘relax, explain and debrief’ after 
an emotional or behavioural outburst by the student and led to exclusion of the 
student from the classroom (Source: Interview/Rita/Line17). Even if the teacher sent 
the student to the RED Space for alleged breaches in the behaviour code of the 
school, SEP teachers viewed these reasons to be unreasonable and inappropriate if 
the student has not been engaged by the classroom teacher in their learning (Sources: 
Research partner interviews). This view was backgrounded by an us versus them 
attitude held by some staff.  
I observed a complex set of interactions of power, and practices by all research 
partners to remedy misuse of the RED Space. This was important as the HOSES and 
SEP Staff saw the misuse of the Red Space as a form of exclusion of students from 
the mainstream classrooms, learning, and curriculum. In the next section, I have 
represented these interactions chronologically to demonstrate the importance of the 
topic to the research partners over time and space (physical environment). 
6.2.3 Chronology of staff interactions – Rules for inclusion and exclusion 
of students 
The chronology of interactions of staff about the RED Space (Illustrated 
Diagram 6.1), displays research findings of when, how and who were involved in 
interactions. These findings are important as they demonstrated that the interactions 
were repeated over time and space and not just a single event. In studies of culture, in 
this case a school, time and space are two categories used to organise experiences 
(Wadham, Pudsey, & Boyd, 2007). Time may be considered linear as events occur in 
the past, present and future. Time can also be considered cyclical as in the seasons 
and the rhythms of nature. Time in the context of this research is considered linear 
and is registered through dates, diaries and calendars. Space is a sense of distance of 
 202  Chapter 6: Findings: Rules of Inclusion and Exclusion  
near, far, here and there (Wadham et al, 2007). Within a school relevant to this 
research, space can represent where interactions take place, e.g. classrooms, offices 
and hallways. Interactions may not be face to face, and may include email and text 
messages and other digital media.  
In Diagram 6.1, the large circles represent the work group and each segment of 
the circle represents a research partner. When the circle segment that corresponds to 
the research partner is shaded it represents a research partner who was involved in 
that interaction. The left axis of the diagram contains the type of interaction such as 
meeting, newsletter, and email. Documents including newsletters, memos and 
minutes of meeting were important aspects of the chronology of interactions.  
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The bottom axis of Diagram 6.1 represents the passage of time over the three months these 
interactions were observed. Specific dates are also indicated above the circles. For example, the 
second circle represents the minutes of a teaching staff meeting held on July 14. These meeting 
notes confirmed discussion of the continuing ‘issues’ with the use of the RED Space. The shaded 
segments of the circle represent the research partners involved in this meeting, and who received 
a copy of the minutes. Lucy, the teacher aide was not involved in this meeting. However, the 
next circle, dated 29/7, indicates that Lucy and the HOSES were participants in a Teacher Aide 
Staff meeting that discussed the issue. Relevant to this research is that over time and space and 
people, practices (for example, open discussion) and interactions of power (for example, 
directing others through position of power) were apparent. The chronology of the RED Space 
interactions demonstrates how issues of importance were carried out over time and space and 
involved the majority of research partners through a diverse set of interactions for example, 
meetings, discussion, newsletters, email and memos. This signified the high level of importance 
placed on the issue by the whole group.   
It needs to be noted however, that this was only one set of interactions occurring between 
SEP staff at the time. Depth of detail about this one interaction set was important to  answer the 
research questions. The specific findings regarding practices of the HOSES applied to the RED 
Space are described in the next section. The description of practices refers to Illustrated Diagram 
6.1 to assist contextualise possible meanings about the timing of these practices attributed to the 
findings 
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6.2.4 Power practices and interactions 
Findings and discussion about the HOSES’s practices related to the RED Space are given 
attention in this section. As will be made apparent, these practices had a strong influence on the 
inclusion and exclusion of students with disabilities at the school. The practices discussed are 
mostly drawn from transcript segments of interviews. Even though speakers often think their 
ideas are original and unique, discourse reoccurs in patterns (Rex & Schiller, 2009). The patterns 
and practices outlined in this section serve to further illustrate the findings connected to this 
interaction set.  
References are made here to objects of leadership practices, such as newsletters, and 
memos, support findings from other data sources such as the interview. An object of leadership 
is a term I used to describe a tangible, concrete and socially constructed leadership artefact. 
Artefacts such as meeting minutes, memos and newsletters are considered an object of leadership 
practice if they were strategically deployed by the nominated /formal leader with the purpose to 
affect some sort of change or communicate proposed change.  
The method and manner in which these objects are deployed in this interaction set are 
important as the method and manner provided a context that surrounded how they were used. For 
example, the newsletter was an information sharing method of practice that was used in an 
explanatory and strategic manner. When describing Violet’s practices, I have avoided using, 
developing or applying another, “…singular, simplistic, adjectival…” leadership style 
description (Mulford, Cranston, & Ehrich, 2009, p. 422). This reflects the academic commentary 
in the field that leaders adopt and adapt a range of practices to meet the changing context. 
Instead, I have described the practice as observed, rather than deduct a style from the data.  
Interview transcript data provided the most insight as to Violet’s reasons behind her choice 
of practices of power for this set of interactions. Findings of these and the other data sources are 
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presented under the following headings linked to Violet’s analogy of a bullet train and its 
journey: a) getting on board, and b) staying on board. 
Getting on board 
A number of practices were utilised by Violet when responding to the issues about the 
RED Space. This section presents consistent findings grouped under the practices related to what 
Violet refers to as “getting on board the train” which can be positioned as aligning with the 
views and practices of herself as the leader. I named the practices she used as “pattern seeking, 
analysis and problem solving”. These practices were discussed during one of the first interviews 
with Violet, when she told me about the importance of the school’s green incident form that was 
filled out by staff investigating any behaviour event. The colour green “...is to flag that a major 
incident has occurred” (Source: Interview Transcript/Violet/2). She told me that the Principal 
had recently shown her the School Wide Positive Behaviour Support (Queensland Government, 
2010) statistics related to recording of incidents on this green form. She said that the school staff 
had a “...top 40, top, 80 type thing and you are supposed to look at the data on these students 
about the reasons for behaviour and intervene” (Source: Interview Transcript/Violet/2). The next 
section describes this practice in more detail. 
Pattern seeking 
Green form data was the data collected on green coloured forms that was entered into a 
school-wide database. Violet looked at the green form data of students from the SEP and year 
level data and found students with disabilities “...were over-represented” in every category that 
the green form identified (safety, respect, and learner) compared to those not enrolled in the SEP 
(Source: Interview/Violet/2). This over-representation reflected previous research that the 
presence of a disability in a student may lead to teachers to expect more behaviour issues from 
that student (Cook, 2004). This over-representation was highlighted by the case of LS. One year 
12 student, known as LS, had 47 referrals, which Violet described as “...an amazingly high 
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number” (Source: Interview/Violet/2/Line13). Violet described how she further investigated the 
“amazingly high number” of incidents recorded for this particular student by looking at school 
based records.  
What these records revealed was that most of the incidents recorded for LS were not 
reported as major incidents. Instead, what she found was that every time LS visited the RED 
Space it was for less significant incidents. She assumed that all incidents, regardless of severity, 
were recorded when LS went to the RED Space. For example, the student might have said, ‘I 
don’t like my teacher’ to the RED Space supervising teacher. Because he had visited the RED 
Space to debrief or get help, it was recorded as a behaviour incident by the SEP teacher on the 
data base. This type of behaviour would not normally warrant recording on the data base because 
it would not be considered a breach of the behaviour code. Therefore, due to misunderstanding 
by staff about the use of the RED space, their belief that all behaviour by students with 
disabilities must be inappropriate; and, the subsequent recording on the associated green form, 
important data for some students was incorrect. This provided a false picture of their ongoing 
behaviour and contributed to staff attitudes of deficit regarding students with disabilities. This is 
important as this data contributed to a school’s strategic and budget planning. Therefore, I 
assume that the false picture provided by incorrect data would have had influence on school 
planning, resource allocation and reporting to the Department of Education and the school 
community. 
Violet hypothesised that visits to the RED Space, which were encouraged as a coping 
strategy for students with disabilities, were being recorded on the data base as behaviour 
incidents. Therefore students with disabilities were being over-represented in the total school 
data in regards to the number and type of recorded incidents. A student without a disability may 
have experienced the same issue, and because they did not have the opportunity to use a RED 
Space, as no similar space with its record keeping was provided to them, their issue would not 
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have been recorded on the data base. This issue of misrepresentation could also be a reflection of 
the issues related to the provision of exclusive, segregated spaces for students with disabilities 
(Jackson, 2008). Students without disabilities did not have a RED Space, therefore there were 
less opportunities for the recording (correctly or incorrectly) of behaviour incidents. Through the 
use of the RED Space, students with disabilities were more visible than other students in the 
school. This over-representation may have continued if Violet had not purposefully audited the 
incident reports. I have recounted this description of interactions concerning the RED Space 
because Violet’s purposeful response to the SWPBS data about the RED Space is one example 
of a practice applied that was accountable, pattern seeking, and strategic. 
Violet was alerted to an over-representation through her analysis of the data and saw a 
pattern of exclusion, and determined that this was not appropriate. She also sought deeper 
analysis of the surface data to reveal a very different understanding of the numbers. Violet used 
data-based decision-making to power her practice. She collected, analysed and communicated 
data related to student achievement. Then Violet collaboratively designed a plan with her staff to 
rectify any issues that affected student achievement. Implicit in this practice was goal setting and 
review. Though commonly reported as such, data-based decision making is not an inherent 
characteristic of all Heads (Crum, Sherman & Myran, 2009) – especially those in secondary 
schools.  Rather than use her normative power (Carspecken, 2006) to enforce a change to either 
the reporting requirements or the use of the RED Space, Violet employed other practices to 
influence a change. The observation of Violet’s use of leadership objects offered concrete 
evidence about how and why she was able to influence a change of practice.  
Leadership objects 
Illustrated diagram 6.1 displays the chronology of the appearance of leadership objects 
(memos, newsletters etc.) that were developed strategically, and implemented persuasively by 
the HOSES to influence interactions of the work group. The use of leadership objects, though 
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usually not named as a practice of power, was a solid finding in this research. In reference to the 
wider literature, I would suggest that leadership objects would be deemed to be a managerial 
practice. An area usually separated from leadership, management practices are not valued for 
contributing to the systemic and cultural change in schools (Australian Principals Associations 
Professional Development Council, 2003; Bennis, 2000; Fullan, 2007). The findings of this 
research are not intended to counter the well-known and understood differences between 
leadership and management. Objects such as newsletters and memos employed by Violet could 
be determined as purely managerial when viewing them through the eyes of Bennis (2000) 
“…management is getting people to do what needs to be done” (pg. 27). However, in this case, I 
would consider the view of leadership by Bennis (2000, p. 27) to be a more appropriate 
description of Violet’s practice, “Leadership is getting people to want to do what needs to be 
done”. The objects used at Smart State High School by Violet could be described as a practice of 
leadership to get “… people to want to do what needs to be done” (Bennis, 2000, p. 27). In some 
cases Violet used these objects to appeal to the work groups’ understanding of education for all 
and other principles valued by the group and the wider community.  
The first leadership object used was the SEP Teaching Staff meeting minutes that noted 
that the RED Space “was mostly working” (Source: Document/SEP Meeting Minutes/11 July 
2011/Line 2). After Violet analysed the data base records, she added the RED Space issue to the 
agenda for the following meeting on 14 July 2011, as was her regular, responsive practice when 
faced with an issue requiring a response by the whole group. The minutes of that meeting 
recorded the discussion about the changes to the issue and the response to begin a collaborative 
review of the use of paperwork, encouraging invitation to provide feedback and allocation of 
staffing and resultant actions. 
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  4. RED Space – Violet 
The RED Space is not really working. Forms to be filled out when students enter the 
RED Space and passed on to Case Managers. Trigger/Behaviour/Consequence. Guidance 
Officer and Violet to devise a form. Staff have been reduced to 3 for Red Space duties. 
Need to come up with a set of rules for RED Space to function. Need a list of student 
names who can use the Space. Action/Response. All Feedback to Violet by the end of the 
week. (Minutes of Meeting, July 14, 2011) 
 It is important to note the process Violet used was collaborative, encouraging and 
influential. The method and manner of the use of the leadership object in this case distinguishes 
it as a leadership practice rather than a simply a management practice. The distinction between 
whether Violet’s practices were leadership or management is important as the school system has 
classified the HOSES role as purely managerial within its pay scales. This managerial 
classification sometimes has influenced how staff may undervalue the role as discussed in the 
previous chapter. 
The description of the above findings has used words originally determined through 
observations recorded in field notes. For example, Violet’s purposeful response to the SWPBS 
data about the RED Space is one example of a practice applied that was accountable, pattern 
seeking, and strategic. The use of accountable, pattern seeking and strategic practices that are 
purposefully planned influence people to “want to do something” (Bennis, 2000) is more 
leadership like. This is important as Violet’s practice can be described as leadership like as 
opposed to management like. In the next section findings are presented in a similar fashion to 
describe practices used to keep staff on board the bullet train. 
Staying on board 
Open communication, seeking feedback and maintaining momentum are presented as 
practices Violet used to persuade most of the team to stay on board the “bullet train”. For 
example, the July 14 meeting minutes (shown above) demonstrated Violet’s purposeful 
communication of the issue to SEP Staff and an invitation and opportunity for open discussion. 
The ‘trigger/behaviour/consequence’ sentence used was a reference to Violet’s requirement of 
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staff to engage in pattern seeking and data analysis about student behaviour, just as she had done 
(Source: Document/Minutes of Meeting/14/7/2011). She provided a model for this practice by 
describing her own behaviour. She also invited staff to provide timely feedback for action and 
response about the issue. As an observer of this meeting (Source: Field Journal, p. 13), I noted 
that Violet was direct, encouraging and clear about the issue and genuine in her request for staff 
collaboration and feedback on the matter. The next week Violet provided a reminder about 
providing feedback to her in the SEP staff memos to keep the momentum of change happening 
through continued collaboration. This was significant as Violet used practices that were powerful 
because they were planned, purposeful and ongoing. 
Leadership objects 
A SEP staff memo was sent to staff via email weekly. Violet clarified that this memo was 
used for ‘’...explaining what’s happening for that week or the week ahead” (Source: 
Interview/Violet/3). Violet had a consistent structure for the weekly memo that she believed 
enhanced communication. 
So the first part is a little bit about where people are and where I am...and anything that’s 
happening within the department that they might need to know and also, like last week, 
um we had, I had a HODs (Head of Department) meeting, so I also summarise anything 
important, um so that our staff know what’s going on. (Violet, Interview 3, line 18) 
In addition to the staff meeting minutes, the minutes of the Teacher Aide meeting in July 
and the Staff Meeting contained notes that the RED Space issue was also presented for 
discussion to the teacher aides for their feedback. As well as discussing the issue of inappropriate 
use, Violet also discussed the budget allocation for resources to the RED Space, for example, 
reference material about restorative practice for teachers and manipulative material for students 
(Source: Document/Minutes of Meeting/Teacher Aides/Line 2). The inclusion of the Teacher 
Aides in the problem solving practice reflected the value Violet placed on open collaboration and 
consultation with all members of the team. This is significant because Teacher-Aides are not 
always invited to provide input into wider programming decisions (Friend & Cook, 2007). 
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The value placed on the opinion and contribution of the teacher aides to the education of 
students with disabilities was further highlighted in October when Violet discussed with teaching 
staff the role of a teacher aide in supervision of the RED Space. 
Linda’s role is around, um, supervision of at risk or high risk behaviours. She     manages 
difficult students, and she, she has in the past, the reason, and the foyer is set up the way 
it is so she can manage the RED Space when teachers are not there. (Pupil Free Day 
Meeting Audio, 18:47, 2011) 
Violet used another purposeful communicative practice when on August 1 she emailed a 
memo that contained the reminder to SEP staff to provide her feedback about the Red Space. She 
explained to me that the memo was helpful to staff as “... it’s good to have information, so they 
can look back”. For example, they may have forgotten the earlier request and to maintain 
momentum on the issue and not let interest fade (Source: Interview/Violet/Interview 3/Line 7). 
Violet’s practices of open communication, valuing feedback from the workgroup and 
maintaining momentum, contributed to rectifying the issue of misuse of the RED Space as an 
exclusionary practice. I observed that the work group were mostly influenced by her practices 
that influenced and persuaded them to want to undertake change. Open communication, valuing 
feedback from the workgroup and maintaining momentum, powered Violet’s overall practice to 
influence others to want to change. 
Resource allocation by the Head 
             As a vital part of the change practice and maintenance of momentum, Violet 
sought out new physical educational resources to support a more proactive use of the RED 
Space. My observation was that Violet linked the philosophy and existing structure of the 
Responsible Behaviour Plan (Source: Document/website) by adding restorative practice 
resources to the range of supplies SEP teachers could use to enhance relaxation or debriefing of 
students. Violet was concerned about the reactive situation that still existed. 
So at the moment they (students) are just going in there and letting off steam and going 
back to class and there’s no resolution, there’s no debriefing, there’s no feedback, there’s 
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no…nothing happens beyond that. So we collect all this data and we do nothing with it. 
Which is very frustrating for me. (Violet, Interview 2, 29/8) 
Violet persuaded SEP staff to change the emphasis of the use of the RED Room as a “time 
out area” to one that assisted students to develop strategies and skills to increase their inclusion 
in mainstream programs and classrooms. She described the situation and her reasoning for this 
change, which was focussed on the student.  
At the moment they (students) don’t have a plan of attack when they are upset. The plan 
of attack is just to go off or you know respond or their other plan of attack is to come to 
the RED Space and explode there. Like there’s no actual restorative practice in place. 
They don’t know what to do next by themselves so they need to be taught that so we’re 
gunna try and move from a sort of reactive, punitive situation in the RED Space to a 
proactive look at disability. What are the triggers and getting a better, clearer picture of 
the kids? You can intervene. (Violet, Interview 2, 29/8/11) 
Sense making practices of the HOSES 
Violet made explicit links between the two school programs, the RED Space and the 
School Responsible Behaviour Plan. Violet made reference in meetings to the School 
Responsible Behaviour Plan that emphasised restorative practice (Source: School Responsible 
Behaviour Plan). She took this action rather than introduce a new or competing approach to be 
used exclusively in the RED Space. This was important as it demonstrated a practice that would 
influence and persuade others by clarifying and explaining the relevance of the restorative 
approach. This finding was consistent with the view of Fullan (2001) that effective leaders are 
able to make sense for their staff “…the unwanted, uncoordinated policies and innovations” (p. 
109), by highlighting their similarities and alignment. The practice of sense making also assisted 
Violet to demonstrate to teachers that the RED Space was not intended to be an overt power 
strategy to exclude learners from classrooms.  
So I purchased the visual scripts from restorative practice type thing but it’s got these 
flashcards that have emotions and have clearly and it’s got a number of activities that you 
can do with the kids when they come in. (Violet, Interview, 29/8) 
The purchase of visual scripts could also be viewed as an attempt by Violet to provide a 
resource that would also function as a framework to guide teacher practice when supervising 
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students in the RED Space. This was significant because Violet supported the change in practice 
by supplying the teachers and students with the tools they would need to make the change. This 
was a strategic practice by Violet to link the purchase of resources to the long-term goal of 
reducing inappropriate exclusionary use of the RED Space. My observations were that Violet 
rarely allocated a resource, physical or human, unless it was related to the change she and her 
team were working towards. Allocation of resources was not done in isolation and was part of a 
suite of practices she used to power change. 
Violet also achieved momentum for change through discussion at staff meetings, 
individual discussions, purchase of supporting resources and collaboration (Source: Documents).  
During the Pupil Free Day Meeting, Violet also opened up discussion about the need for students 
to develop strategies while visiting the space, e.g. “...so strategies to cope with their specific 
disability and how to overcome some of these barriers they are having” (Source: Transcript/Pupil 
Free Day). She clarified some misunderstandings about the RED Space’s use and purpose 
through this discussion. For example, she decisively spent time discussing that the students do 
have strategies and that teachers should encourage their use. This practice is significant because 
she challenged staff to reject the opinion that students were being rewarded for inappropriate 
behaviour by being allowed to engage in an activity that might instead be a calming, restorative 
strategy (Gossen, 1996; Macready, 2009).  
In contrast to the opinion that students used the room to get out of work, Violet reported a 
student’s perception that they were not allowed to use the space to calm themselves with 
preferred activities as a topic for group discussion. 
Violet (HOSES): on the return from suspension I say to the kid ‘when you are really 
angry at home what strategy do you use?’ 
‘I go to my room and I draw’.  
‘Well what? Why don’t you do that here?’ 
‘Well, we are not allowed’ 
 ‘Yes you are. You can go to the RED Space’. 
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 ‘No, no some teachers don’t let us go. Some you know’.  
  So there’s, they’ve got effective strategies with this…. if they don’t…we 
  need to know that and... 
 
  Carolyn (SEP Teacher): But what have they got in their rooms when they  
  go there? Lots of nice things... 
 
 Violet: Why can’t we provide nice things to cool down? 
 Carolyn: humpf  (Audio Transcript, October 2011). 
By paraphrasing a conversation with a student, Violet highlighted the fact that the student 
was also getting the wrong message about the use of the space. Violet reported that the student 
used the word “allowed”, which meant that teachers had determined what was allowable; which 
was not drawing and had to be communicated that to the student at some point in time. The 
student believed that the teacher was in a position of power to determine what behaviours were 
permitted or unaccepted, and he was not allowed to use the space to draw and calm down. It 
appeared through the use of a shrug at the end of the interaction, that Carolyn was having 
difficulty picturing the RED Space as a proactive resource rather than a punishment, but 
conceded to the opinion of the Head. Another teacher, Anne, asked for clarification about its use 
and proffered a suggestion about activities to offer students to assist them to calm down.  
Um, is it ok for them to go to the RED Space and do whatever it was for that specific 
person to calm down? Obviously, if it’s some student just trying to avoid class they 
(staff) are not gunna say ‘Yeah, sure colour in’. If that’s like J told me yeah, ‘I like to 
colour in when I’m angry’, so I put colouring stuff in there for him. (Anne, Video 
Transcript, October, 2011) 
This conversation provided opportunity for Violet to challenge the opposing staff practices 
used regarding the RED Space. What is significant is that through discussion, she was disrupting 
and challenging the power that was associated with the inappropriate use of the RED Space that 
was circulating within the group. During this discussion, Violet also reminded the group about 
the importance of the relationship a case manager should have with their students and how this 
linked to the selection of calming activities in the RED Space. 
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Yes, and I guess that’s the thing we are going around with the RED Space. That’s why I 
was saying to you a couple of weeks ago how the RED Space model and the case 
management model needs to get a bit more because if we...um I think one of the boys 
loves wood turning, anything to do with carpentry. But in the RED Space, there is 
nothing like that for him to use to cool down and we have boxes there. So I think the 
model is not closely aligned, we need to, I think as case managers need to know our kids 
better. (Pupil Free Day Video transcript, October, 2011) 
I then observed that Violet’s subsequent practice was to ensure that the whole SEP team 
persuaded and influenced other staff to also embrace a restorative rather than punitive approach 
to the use of the RED Space. She attempted to adjust the power relationships between teachers 
and students from one of control of students, to one of education. This practice of power 
“...maintained the relationship, sustained the conversations and builds new knowledge” (Rex & 
Schiller, 2009, p. 76).  This finding is consistent with the current body of knowledge that 
confirms the importance of conversation to challenge exclusionary practices and promote 
inclusionary practices in schools (Graham & Macartney, 2012; Robinson & Carrington, 2002).  
Significant Meme 
 The use of the word meme and how it is used to describe the words, phrases, and labels 
that were transmitted in the conversation could assist the group to put a name to what was said. 
They could then interrogate the content and intent of their conversation.  I suggest that this 
interrogation of language by groups of people assisted and continues to assist social groups 
remove offensive terms, such as retard, from their language.  For example, by identifying the 
memes that are commonly used to justify the exclusionary and inclusionary practices, the social 
group can decide and agree on what can and cannot be continued to be transmitted.  This was not 
observed and assumed missing from Violet’s extensive repertoire of practices. She used RED, 
Relax, Explain, Debrief in notes and discussion to change the way in which the RED Space was 
used. The use of the meme RED was observably useful However, I did not observe Violet 
identifying and challenge memes commonly used to justify exclusionary practices.  
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 It was interesting that the research partners were observed and recorded using the same 
vocabulary as each other when describing the use of the RED Space in interviews. Especially, 
the use of the acronym ‘RED’, which was referred to constantly by staff around this time in all 
interaction types (Source: Interviews; Diary entries; documents). This use of the acronym to 
describe and refer to the role of the space was a focussed decision by the HOSES to maintain 
momentum of the change process by providing a common language that was implicitly agreed 
on. When change was required, she reverted back to the origins of the acronym and it became 
instilled again in the everyday language of the work group. This is important because she 
ensured that the group had the correct language and then used this language as a practice to 
power change.  
Examples of the use of the acronym, to define the purpose of the RED Space, were 
apparent in interview data. The acronym itself and its meaning was a power meme. It was used in 
interactions to influence others to understand how the space should be used by students and 
teachers. 
But I see that as part of the role in there to me, RED means to me relax, explain, debrief, 
they are escalated they need somewhere to go. (Rita, Interview, 12/10). 
The RED Space to me is a place where you can relax, explain and debrief. Um, firstly 
they come in to relax, sign in grab a set, and grab a game if they are really wound up. 
(Mr. B, Interview, 25/10) 
       The power meme, expressed as the acronym RED, followed by its meaning, was also 
reinforced with the students at the same time. Violet encouraged staff to attach posters to the 
walls of the RED Space and its entry area to remind students of the purpose for visiting the 
room. Image 6.2 is a photograph of one of the reminder poster students were referred to by staff 
when entering the RED Space. This was significant as Violet used all forms of discourse, 
including visual text, to transmit the meme to all members of the group, including students. My 
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findings would suggest that this meme would become even more powerful if its use and meaning 
was interrogated explicitly within the group and a decision made to continue its use.  
 
Figure 6.2. Poster in RED Space  
 
 As Graham and Macartney (2012) remind us that “…exclusion is easier to speak into 
action than inclusion” (p.199). Therefore, any meme that can be transmitted to “…speak 
inclusion into action” and maintain or enhance inclusive practice is an important meme to 
influence inclusion of students with disabilities and needs to be explicitly interrogated. 
 One research partner, James, was quite aware of his responsibility and that of the whole 
team to continue to reinforce the appropriate use of the RED Space and overcome what he saw 
as exclusionary practices. James spoke in his interview about the need to continue to reinforce 
the message of appropriate use even after four years of doing so. As he saw himself as an 
“aspiring HOSES”, he took on the responsibility to email the school staff about the appropriate 
use of the RED Space before Violet’s Newsletter was published (See Diagram 6.1). He was 
frustrated by teachers sending students to the RED Space to complete work rather than for its 
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purpose as a place for students to relax, explain and debrief. He explained why he emailed this to 
staff this in an interview. 
We’ve had thousands of emails explaining what the RED Space is for, don’t do this, 
that’s not what it’s for, if we have kids in there that we have to try to teach a lesson while 
we have kids in there saying , “I want to stab this person in the face”, kinda thing. We 
can’t do both, we have to prioritise and that kid will come first. If kids don’t get their 
work done, don’t send them up. So there was an email to the whole school, just saying 
this is the process, it should be followed this way, do this kinda thing. So I just got fed up 
with dealing with this again...So it’s just reinforcement to be consistent in this school. 
(James, Interview, 24/10) 
In this quote, James reflected a need for teachers to take responsibility for the learning of 
all their students, including those with disabilities. He accepted that sending a student to settle 
down after a behaviour incident was an acceptable use of the space. It was interesting that James 
reported that the issue had been going on for years. This was explained by the number of staff 
changes each year and the acculturating of new staff into the correct practice each year by long 
term staff, such as James. James was an influential member of the team. I observed that out of all 
the research partners he transmitted important memes. He unintentionally, accepted, processed, 
and then transmitted small units of the culture of the work group, the memes, into the school. I 
observed James imitating some of Violet’s practices to achieve his personal goal to become a 
HOSES himself. This is significant because James established himself as having knowledge and 
used discourse to power his practice to influence others to want to change.  
At the same time as James was reinforcing appropriate use of the RED Space, Violet was 
expecting and encouraging teachers to take more responsibility and ownership for the behaviour 
of students with disabilities throughout the school (Source: Interview/Violet/3). This was 
significant because successful inclusive education practice requires teachers to have high levels 
of responsibility for the learning of all children (See chapter 1). James and Violet’s perceptions 
aligned with existing research that shows lack of ownership and responsibility for the education 
of students with disabilities negatively effects student achievement (Loreman, Deppeler, & 
Harvey, 2005). As a practice of power to change these perceptions of ownership and 
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responsibility, Violet published a newsletter to assist information sharing to school staff in 
September (see Diagram 6.1). After completing her analysis of the RED Space, garnering 
feedback from staff, and collaboratively designing rules of consistency of use, Violet felt 
confident to issue a statement about its use to the wider school staff. This was an overt practice 
of power to change the power relations between students and teachers. It also reinforced in staff 
her normative power as a leader entitled to make rules and decisions (Carspecken, 1996).  
Violet developed a newsletter because she, “...wasn’t sure...if we are communicating as a 
team”. Before publishing the newsletter, she spoke to me about wanting the newsletter to be a 
“positive” document and to provide teachers with, “...general strategies for them to cope with 
their classes, and every week giving a hot tip or section with a focus on a specific disability”. 
This is significant because I inferred from this statement that Violet wanted the staff to value the 
document and find something useful in its contents. Therefore, the staff would more likely read 
the newsletter if it was positive and helpful. Ultimately, by creating a “positive” document, she 
would be improving the likelihood of teachers in the high school to want to work with SEP staff 
and take on shared responsibility for the education of all learners. 
The following extract from the newsletter is about the RED Space. Violet purposefully and 
positively clarified why, how and when the space should be used and invited further enquiry 
from teachers if required (Source: Document/Newsletter) 
Did you know RED stands for Relax, Explain, Debrief? The RED Space is a space 
created to assist students with disabilities to manage some of their externalising 
behaviours. We are implementing a new restorative practice in the RED Space using a 
visual script which is designed to deescalate students. Want to know more? Call Violet 
on extension 717.Please also remember that students are only allowed in the RED Space 
for ten minutes at a time And it cannot be used for students to complete work or to get 
curriculum assistance during class time .(Newsletter, September, 2011)      
Figure 4.8, the extract of newsletter analysis is repeated below. The HOSES interests in 
producing this document was “…to rectify misuse by the teachers of the RED Space” (Cultural 
Circuits Model/Newsletter). Additional practices that resulted from the use of this leadership 
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object included forwarding of the newsletter by email by SEP teachers to colleagues and the 
development of posters as reminders for students (see Figure 6.2). 
Figure 4.8 Extract of Newsletter analysis using cultural circuits model 
 It is evident here that the method and manner of practices used by staff, especially Violet, to 
keep momentum of change going and keep people on board, could be summarised by the words 
encouragement and control. For example, Violet’s practices of open communication, valuing 
 Chapter 6: Findings: Rules of Inclusion and Exclusion 223 
feedback from the workgroup and maintaining momentum, controlling resources and 
information contributed to rectifying the issue of misuse of the RED Space as an exclusionary 
practice. These practices are cited here because they illustrate how they powered her influence to 
achieve complex change in the culture. 
 6.3 Summary of findings about this interaction set 
A complex set of practices and interactions were observed, reported, and analysed about 
the use of the RED Space in this chapter. There was confusion among staff and students about 
the intent and use of the RED Space. Some saw the space as a place to punish, while others saw 
it as a place to empower students by learning the skills to self-regulate and calm down. This 
confusion by both the staff and students, led to application of practices and interactions that 
further excluded students with disability in classrooms and learning. As power accompanies all 
action (Giddens, 1979), the actions resulting from this confusion could also be described as 
group dynamics that privileged some members while silencing others. Two understandings by 
the staff about the use of the RED Space competed against each other: the use of the RED Space 
as part of a restorative practice that empowered students with disability versus a place to send 
students with disability to complete work or to be punished for inappropriate outbursts. The 
HOSES used practices of power to maintain relationships, sustain conversations and build 
knowledge (Rex & Schiller, 2009).  
The practices of the HOSES have been described in this chapter using a structure of 
method (observable practice) and manner (why and how of doing). For example, Violet achieved 
momentum for change through discussion at staff meetings, individual discussions, purchase of 
supporting resources and collaboration. It is significant that the HOSES purposefully employed a 
number of practices with the intent to overcome this confusion and the resulting exclusion of 
some students from their learning. These practices were chosen “to get” and “keep staff on 
board” the HOSES train (Source: Interview/Violet/2). By using the analogy of a train, Violet 
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appealed to others for change through her normative power (Carspecken, 1996), as she was the 
driver; i.e. her authority as a HOSES entitled to her make the rules. The names of these practices, 
methods and manner were originally contained in Table 2.10 and were devised to assist describe 
the findings. Some practices that were used by the HOSES to “get staff on board” were not 
always used to “keep them on board”. For this summary, I have combined the practices (methods 
and manner) observed through-out the interaction set to get and keep staff on board. The 
combined practices that were used by Violet to overcome exclusion of students at Smart State 
High School, appear in Table 6.2. 
Table 6.2 Method and manner of practice matrix. 
Method 
(observable 
practice) 
Language choice, discussion, meeting minutes/notes, budget/resource 
allocation, information sharing/delivery, availability/visibility, decision-
making, conversation, reminder, process/procedure, sharing, vision/strategy 
sharing, follow up, record keeping, observation. 
 
Manner 
(how and 
why of doing 
something) 
Transparent, accountable, positive, reactive, proactive, collaborative, 
strategies, encouraging, pattern seeking, empowering, expected, influential, 
advocating, persuasive, open, explanatory, sense making, consistent, 
responsive. 
 
Combined together the methods and manner describe the practices that were purposefully 
used by the HOSES to overcome student exclusion. Common methods for getting on board and 
staying on board included feedback, reminder, decision making, and record keeping. I describe 
the common manner in which these practices were undertaken can be collaborative, transparent, 
expected, strategic, and responsive. On occasion her manner deferred to normative power claims 
that relied on the consent of her team as the leader to make the decisions (Carspecken, 1996). 
However, overall the common manner in which Violet used power reflected the expectations of 
wider cultural norms related to social justice.  
When getting staff on board, less formal processes were also used by the HOSES. For 
example, the method of conversation rather than discussion was used to get people involved. The 
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use of sense-making and pattern-seeking were the observed types of manner used to convince 
and persuade “staff to get on board”. For example, the HOSES used a pattern-seeking manner, 
collecting, analysing and reporting data, to convince staff a problem existed in the RED Space. 
Maintaining staff “on board” the train required empowering, consistent, and encouraging ways 
of doing things (manner). For example, once “on board” staff required consistency of practice 
and encouragement to maintain the momentum of change. This is a significant finding as the 
practices used, not necessarily her leadership style, helped challenge interactions of power that 
maintained exclusion. This finding may be particularly important for leaders attempting change 
in a culture where interactions are heavily backgrounded by deficit views of curriculum, students 
and staff. 
The number and variety of practices used by Violet is an important finding of this research 
that also aligns with contemporary leadership theory. Successful leaders do not rely on one style 
of leadership and are required to “adapt and adopt” practice to meet the changing needs of the 
context within which they work (Mulford, Cranston & Ehrich, 2009, p. 22).  RED Space 
interactions between members of the work group were influenced by the type and opportunities 
for interactions led by the HOSES. The choice of practices to achieve different purposes 
confirms what is known about the importance of the use of power by school leaders to achieve 
socially just and equitable practice (Benjamin, 2002; Busher, 2007). The HOSES encouraged 
particular interactions about the RED Space. Open discussion was the most common interaction 
encouraged in meetings. These discussions were supported by written discourse including notes 
of meetings, email and newsletters. For example, the recording and distribution of minutes of 
meetings was a transparent and accountable practice led by the HOSES.  All research partners 
were involved in one or more observed or reported interactions (see Diagram 6.1).  
My analysis of language through pragmatic horizon analysis and cultural circuits model 
demonstrated that competing discourses of deficit, speciality, and lowered achievement 
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expectations were used during interactions. These discourses backgrounded the teachers’ 
practice (Graham & Macartney, 2012). For example, research partners who used deficit language 
when referring to students reported that they would send students to the RED Space to complete 
work. Research partners who used a language of high expectations for student achievement 
reported that they sent students to the RED Space for different reasons. These research partners 
saw the RED Space as part of a positive, proactive programme to empower students and improve 
their skills to be included in learning.  
Staff may have felt that students with a disability needed to be ‘fixed’ through training. 
Once trained in appropriate behaviour they could return to the classroom. I suggest that this 
analysis of observations was that some staff at the research site felt they had a responsibility to 
ensure students ‘fit in’ and do not “...disrupt the education of the majority” (Runswick-Cole, 
2011, p. 115). These discourses added to and sometimes maintained the confusion within the 
group. This confusion and research partner attitude towards students also added to this confusion 
and ultimately to the exclusion of students from learning. 
The HOSES purposefully and proactively encouraged the use of positive, inclusive and 
hopeful language when referring to students with disability. Violet challenged the use of 
specialised, deficit and medical descriptions of students and their achievement by staff. For 
example, the use of the acronym RED (relax, explain, debrief) in all discourse confirmed and 
assisted consistency of staff practice. The HOSES also encouraged staff to see the strengths, 
skills, and, strategies students had. Her practice in meetings and documents to use vocabulary 
that emphasised curriculum and achievement versus therapy and life skills for students with 
disability was also noted in the data collected. Analysis of this data through pragmatic horizon 
analysis and the cultural circuits model, confirmed the practice of encouraging achievement by 
acknowledging the strengths of students with a disability and supports the current body of 
research that highlights the importance of this strengths based discourse in this change (Allan, 
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2008; Slee, 2010). However, her practices were not as influential as the power memes of deficit 
that were transmitted to justify exclusive practice. 
In the next chapter, I present findings related to a second interaction set observed named 
Rules of engagement. This second interaction set provided me with further, contrasting data that 
added to the meanings behind the practices of power and interactions at the research site. 
Chapter 7 provides a summary of findings related to both interaction sets. 
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Chapter 7:  Findings - Rules of Engagement 
7.1 Introduction 
I titled the next significant set of interactions observed at Smart State High School 
(pseudonym), Special Education Program - Rules of engagement. At a staff professional 
development day, Violet described the process of determining a case management role statement 
as, “...developing clear rules of engagement” (See Figure 7.1). Analysis of Violet’s statement 
“...developing clear rules of engagement”, through a pragmatic horizon analysis (Mills, 2006) 
highlights some possible claims about the meaning of the statement. This included the possible 
claim that the role of case manager is important and all teachers need to be consistent in their 
approach by following a set of rules (Source: Pragmatic Horizon Analysis #3). This statement 
therefore seemed a highly appropriate title for this interaction set. The title attributed to this set 
of interactions, Rules of engagement, is about the perspectives of the work group about their 
practices and interactions about case management. These perceptions were determined through 
observation and then analysis about the development of a case management role statement for 
SEP staff. This section also presents the findings about the roles and responsibilities of staff for 
curriculum planning which is closely aligned to case management but perceived by staff as 
sometimes a separate issue. 
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Figure 7.1 Pragmatic Horizon Analysis 3: Rules of engagement 
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7.2 Description of interaction set 
This set of interactions and practices were observed over the three months while I was at 
the research site. Two main topics were found for the interactions and practices related to rules 
of engagement. The main topics for interaction and practices were case management, for 
example, the role of monitoring and planning the progress and support for a small group of 
students; and, curriculum planning, for example, the planning of teaching, learning, and 
assessment for the classes taught by the teacher or students that were part of their case 
management list.  
Case management was the term given by staff to the specific roles and responsibilities they 
had for the progress of an allocated number of students, usually 15, enrolled in the SEP (Sources: 
Interviews/Violet & Rita & Carolyn; Document/ Newsletter/ 11 September 2011). The term 
curriculum planning at the research site referred to the planning of teaching, learning and 
assessment for the groups of students the SEP staff taught. It also included curriculum planning 
through the Individual Education Plan (IEP) process for students they case manage. This was a 
timetabled role of all teachers in the school (Sources: Interviews/Violet & Anne & James & 
Rita). The students that the SEP staff taught may or may not be students enrolled in the SEP or 
on their case management lists. SEP teachers may have taught  students in all grade levels, with 
and without disabilities, across all subject areas, and in classrooms inside or outside the SEP 
building. 
In addition to the interactions and practices about the RED Space, this set of interactions 
are presented here because of its significance to the members of the SEP staff; as it was recorded 
in all data sets over the a period of three months. All data sets collected included evidence of the 
research partners’ perspectives about the topics of case management and curriculum planning. It 
is important to note that the perspectives about their interactions were highlighted by participants 
 Chapter 7: Findings - Rules of Engagement 231 
themselves as being significant. This indicated the degree of importance placed on the issue 
reflected by their choice to write about the topic in diaries or talk about it in interviews.  
I claim that the discourse that was used was a practice of power by research partners to 
influence others during their interactions. This discourse was a result of thinking that in turn 
influenced actions of others that led to the exclusion and inclusion of students. Particular memes 
of power about case management and curriculum planning were developed and transmitted to 
maintain or change the power relationships between members of the group.  
7.3. Chronology of interactions – Rules of engagement 
The chronology of interactions about Rules of engagement (Illustrated Diagram 7.1), 
displays the research findings of when, how and who were involved in interactions. These 
findings are important as they demonstrate that the interactions were repeated over time and 
space and not just as a single event. As explained in section 6.1, time and space are two 
important categories for the study of interactions within cultures (Wadham, et al, 2007). In 
Diagram 7.1, the large circles represent the work group and each segment of the circle represents 
a research partner. When the circle segment that corresponds to the research partner is shaded it 
represents a research partner who was involved in that interaction. The left axis of the diagram 
contains the type of interaction, for example, meeting, newsletter, email. Documents including 
newsletters, memos and minutes of meeting were important aspects of the chronology of 
interactions.  
The bottom axis of Diagram 7.1 represents the passage of time over the three months these 
interactions were observed. Specific dates are also indicated above the circles. For example, the 
second circle represents the minutes of a teaching staff meeting held on July 11. These meeting 
notes confirmed discussion of the continuing ‘issues’ with case management and curriculum 
planning. The shaded segments of the circle represent the research partners involved in this 
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meeting and who received a copy of the minutes. Relevant to this research is that over time and 
space, people, practices - directing others through a position of power were apparent.  
The chronology of the Rules of engagement interactions demonstrates how issues of 
importance were carried out over time and space and involved the majority of research partners 
through a diverse set of interactions, for example, meetings, discussion, newsletters, emails and 
memos. The specific findings and discussion regarding practices and interactions of the HOSES 
and the work group applied to Rules of engagement are detailed in the next section. The 
description of practices refers to Diagram 7.1 to assist contextualise possible meanings about the 
timing of these practices attributed to the findings.   
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Social systems result from practices chronically reproduced and “...permanence 
with actors repeating routines and rituals (reproduced practices) across time and 
space, over and over so that the pattern itself becomes a taken-for-granted feature of 
social life” (Cohen, 1988, p. 282). The reproduction of interactions depicted 
chronologically in diagrams 6.1 and 7.1 represent a taken-for-granted cycle of 
meetings, newsletters, conversation, memos, and professional development expected 
in school workgroups.  
7.4. Practices and interactions 
Findings and discussion about the HOSES’s practices related to developing a 
case management role statement and curriculum planning, or Rules of engagement, 
are given attention in this section. Curriculum and individual case management are 
indicators of enactment of inclusive education (Queensland Government, 2005). 
Curriculum and case management require collaboration between professionals, 
parents and students (Saggers, Macartney, & Geurin, 2012). Allan (2008) describes 
collaboration among teachers and professionals as “...a complex knot of relationships 
which has to be learned and worked at” (p. 128). Taking a more critical stance about 
collaboration as described in policy, Allan (2008) suggests collaboration is intended 
by policy makers to “...erode differences between practitioners” and develop a 
harmonious relationship to improve learning for students (p. 128).  
A finding of this research was that the ‘erosion of differences’ could also lead 
to unintended or intended resistance by some professionals who wish to fortify those 
differences and maintain their power through keeping of their expert knowledge.  For 
example, a teacher may not work with a child with a disability, or see it as their 
responsibility if an expert or specialist such as a special education teacher or aide is 
available to the child (Graham, 2010). The power of the knowledge that the expert 
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has in the relationship can provide others justification that teaching students with 
disabilities requires specialised skills that not every teacher has.  It was interesting to 
observe how Violet through a number of practices attempted to develop a 
collaborative climate and at the same time protect professional expertness. As will be 
made apparent, these practices had a strong impact on the inclusion and exclusion of 
students with disabilities at the school as they influenced the interactions and 
practices of staff.  
Interview and transcripts provided the most insight as to Violet’s reasoning for 
her choice of practice for this set of interactions. For example, when discussing her 
reasoning for investigating the use of Individual Education Plans (IEP), she stated 
“…trying to see whether it’s a valid process or document in our school, because I 
have a suspicion it’s not” (Source: Interview 2/Violet/line 4). Other research partners 
provided information about their interactions and practices about Rules of 
engagement through diary entries, interview and audio transcripts of meetings. For 
example, James spoke in interview about the issues related to the IEP, he highlighted 
that, “…it’s adding on our workload and….there are a lot of excuses made around 
IEPs” (Source: James/Interview1/line 6). The excuses James referred to were reasons 
given for why SEP and other teachers could or would not complete the IEP. Findings 
and analysis of these data and discussion are presented under the following headings 
linked to Violet’s analogy of leadership as driving a bullet train a) getting on board, 
and b) staying on board. 
Getting on board 
A number of practices were used by Violet when she responded to concerns 
she had about the case management role of SEP staff and curriculum planning. This 
section presents findings and discussion grouped under the practices related to 
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getting on board the train or following the leader demonstrated by their interactions. 
For example, these practices included pattern seeking. Violet used surveys, 
interviews, and, professional development conversations to determine how 
successful the Individual Education Plan process and case management systems 
were; and whether the processes used by staff realistically determined the needs of 
learners and resulting teaching. These practices were discussed during one of the first 
interviews with Violet, when she told me about the importance of determining 
whether current practice of individual education planning was viable in a time of 
curriculum reform.  
Pattern seeking: The Individual Education Plan. 
When I first started observations at Smart State High School, Violet invited me 
into her office to talk about topics she thought I might be interested in. They were 
spontaneous monologues that she directed. Early in May 2011, she began a 
conversation about Individual Education Plans that occurred on four separate 
occasions and demonstrated to me a commitment to pattern seeking and then 
responding to these patterns to solve a problem. The IEP, as discussed earlier, was 
not mandated in Queensland (See chapter 2) and was losing favour with some 
schools as it narrowed the teaching and learning by limiting practice to a handful of 
goals (Morton et. al, 2012) that were not related to the student’s needs; or teachers 
were not carrying out the process as intended by the school. Violet had a suspicion 
that the IEP, “...was not a valid process or document in the school” (Source: 
Interview/Violet/2). She had been reading research and literature that convinced her 
that the IEP did not work in high schools.  
The IEP just felt like compliance and they just felt baseless, but I didn’t have 
anything to prove that. I just felt like the teachers were just handing them in. I 
knew they were copying and pasting them because they’d say Scott blah, 
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blah, blah (laughs).Yeah, they’re all the same. We’ve got six kids with the 
same goals, nothing to do with their disability. (Violet/interview 2) 
Initially, Violet surveyed every teacher aide about the use of IEPs. She reported 
to me that “...not a single teacher aide could tell me a single goal of a student they 
were supporting” (Source: Interview 2/Violet/Line 23). Further to this when talking 
about their students, “...half of them didn’t get the disability right either”.  
Considering that the Teacher Aide is an expensive and highly sought after resource 
in schools (Rutherford, 2012, it was disappointing to Violet that they were not 
informed and highlighted further the inadequacies of the IEP process. Violet also 
surveyed 48 students with a disability. Out of the 48 students only one could tell her 
one of their goals.  
The other 47 (students) could not tell me a goal. Not a single one out of the 
four goals they have. So they’re not working on them. They’re not working 
on any goals because they don’t even know what the goals are. (Violet, 
Interview 2) 
She recounted that she then read the students their goals and said, “...this is 
what you are supposed to be working on, and I had kids say no I can do that, that 
shouldn’t even be there” (Source: Interview/Violet/2). She also told the students 
what disability they had at the end of the survey. She thought that it was interesting 
that “...a lot of kids are like ‘no’, I don’t think that’s right Miss. You should check 
with my Mum.” The practice of surveying the students  was an act that demonstrated 
that Violet respected the voice of her students and staff and purposefully sought their 
opinions. I felt she saw the students as capable of contributing to their learning and 
this had not been happening. By obtaining student opinion, Violet was attempting to 
break down the rigid hierarchy and bounded relationships between teachers and 
children. By including them in the survey she was interrupting the authority, 
knowledge and power of the teacher (Allan, 2008). This was not an easy task when 
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other staff pushed back and rejected the voice of students to maintain the rigid, well 
entrenched hierarchy of the school. 
Violet was also using the survey data to support her opinion that the IEP was 
baseless and she intended to use this data as power to influence a change of practice 
through-out the school. This knowledge would increase her power when attempting 
to gain agreement from others in future interactions. Because the IEP was a 
compliance document in the school, Violet discussed her concerns with the Principal 
with new knowledge gained from her survey. 
So I went to the principal and said look this is what I’m doing, because she’s 
in support of the IEP process. When I told her I wanted to get rid of it she 
wasn’t impressed with that. I said to her yesterday, look I guess I’m not going 
to do them anymore. I’m going to show you over time why that’s a really 
good decision, because I will replace it with something that’s better. (Violet, 
Interview 2) 
Violet’s abilities to prove her case and subsequently devise ‘something better’ 
were incredibly powerful practices. She understood the system of the school that 
valued data and research and innovation and used these practices to support her 
decisions. It was interesting that she did not ask permission of the Principal to 
abandon the IEP process, but instead she would prove by her actions and results that 
her decision was a good and valid one. Violet’s practices reflected how she saw her 
role that was more than an operational manager (Cranston, 2009). Unlike many 
people in middle leadership roles, Violet’s practices reflected her agency to 
“…develop more specific perspectives in their schools” (Cranston, 2009, p. 218). 
Violet explained to me that she hoped to survey all the teachers and parents in 
the school. In her final conversation with me about the IEP process she still had a 
high opinion of her community even though she was disappointed by the survey 
results, “...we have a really top staff here, a dedicated staff, and kids and parents. We 
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have a really good mix of that sort of stuff. If we’re not doing it right, who else is 
doing what else?” (Source: Interview/Violet). She intended to devise a working 
model of curriculum planning for students with disability that could be used in all 
high schools in the district. She had asked a professor at a nearby university to assist 
her devise a more rigorous survey and began the design of a more appropriate 
curriculum planning model rather than the IEP, “... to get into the curriculum and 
into the social emotional stuff” (Sources: Interview/Violet/22 August; Diary/Violet/1 
September 2011).  
When her project was completed, Violet would be increasing her position of 
power within the district as a holder of knowledge that she could use to persuade 
others to make a change for students. Further, Violet’s use of “...power can have a 
transforming effect on the power structures that gave rise to it” (Gutting, 2005, p. 
51). In terms of Giddens’s social theory, Violet’s actions could be seen to challenge 
the structure and over time develop new structures, thus transforming the existing 
structure (Jones & Karsten, 2008). 
Sense making: Curriculum planning. 
Violet wanted the teaching staff to make greater connections in their planning 
to the state and national curriculum for both individuals and classes. This reflected 
the requirements written in policy about curriculum implementation at the time. The 
existing school based statement about case management, Role of the case manager, 
referred mainly to the role of case manager in the IEP process. For example, “Aim to 
improve on each goal of the IEP in a significant way”; “Negotiate with 
student/parent in IEP”; “Follow through with IEP”; “Conduct IEP meetings”; 
“Monitor students behaviour to support IEP goals” (Role of case manager, SEP 
document, 2010). For Violet and her team it meant a change in emphasis for the case 
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manager from the individualised planning of the IEP to curriculum planning with 
adjustments to teaching and learning.  
Just as the research from the US and UK had suggested, Australian policy 
writers have highlighted in policy the need for curriculum for students with disability 
to be drawn from the mandated curriculum as a teacher’s first step in planning 
(Queensland Government, 2007). As discussed in earlier chapters, this direction was 
a reference to the Disability Discrimination Act, Education Standards, 2005, which 
states students with disabilities must have the same access to education and training 
on the same basis as students without disability. That meant students with a disability 
were entitled to rigorous, relevant and engaging learning activities drawn from the 
age-equivalent content, set in age-equivalent learning contexts and that these may 
vary based on their individual needs (Australian Government, 2005).  
As happened in the US and UK a decade earlier, Australian schools were now 
required to change focus from an individual, specialised goal based system to a 
content, standards based curriculum (Ashman & Elkins, 2009). Violet was well 
aware of this change in direction and described herself as one of the first to engage 
her staff in the professional development needed to achieve this three years earlier 
(Source: Interview/Violet/2). Rather than simply a systemic requirement, Violet 
recognised that a move away from individualised planning to one based on the 
curriculum was a way for her team to improve the achievement of their students. To 
do this would mean a change to the case management role of the SEP teachers. 
Violet planned for this to occur over a number of weeks with in-depth discussion 
during the student free day (SFD). The SEP Staff Notices contained reference to this 
and Violet’s invitation for feedback about inclusion of discussion about the case 
management role. “Are there any topics you would like some PD on for SFD? I was 
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thinking of going over our case management model…feedback please” (Source: SEP 
Staff Notices/week starting 01.08.11). 
Violet did provide this PD (professional development) on the SFD (student free 
day) and audio of this meeting was collected for this research. In addition to the lack 
of clarity of the role of case managers as identified by Violet, my analysis provided 
another reason for why education for all policy was not being fully enacted. 
Interviews with the SEP staff data (examples below), demonstrated the teacher’s lack 
of confidence in the curriculum and with the ability of their students to learn the 
curriculum. The discourse used by teachers to describe the curriculum generally 
highlighted the curriculum’s shortfalls. 
The discourse used to describe the curriculum by SEP teachers was one based 
on its deficits to meet the needs of students, who they also spoke of using a deficit 
discourse. Some teachers used what I define as a ‘double deficit’ discourse when 
describing the combined issues of an inadequate curriculum and the lack of ability of 
their students. For example, Mr B described a situation using a double deficit 
discourse to explain why curriculum planning using the mandated curriculum was 
not appropriate for his students. 
I personally feel that at the end of the day, what they’re learning in school 
isn’t appropriate for these guys. Because apart from dealing with money, 
dealing with cooking and social interactions, how to read a timetable on a 
bus, that kind of stuff. They’re not going to worry about the history of where 
the world comes from. A lot of stuff that’s just irrelevant to them.            
These guys need to know how to survive on their own in the real world 
context. They need to know how to get a job. They need to know how to 
budget, all that kind of stuff. (Mr. B, Interview)                  
Even though Mr B started with the words, “I personally feel”, he used a 
discourse that demonstrated the academic versus life skills learning discourse that 
has endured in conversations about education of students with disability for many 
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years. As theorised earlier, many people think they are speaking a new thought rather 
than knowing they are replicating an existing discourse. Mr B spoke to me as if these 
ideas about curriculum and the students were facts. He was appealing to my expected 
knowledge that these students were incapable of ‘school learning’ and that it was 
irrelevant to them. He implied that a specialised type of learning program was 
required for this group of students (Source: Pragmatic Horizon Analysis/rules of 
engagement/#4). Biklen and Burke (2006) might explain Mr Bs use of the deficit 
discourse because, “...to presume competence (of the students), is to step outside the 
conventional theory and practice” (p.167). Mr B also presented an opinion about the 
curriculum and the system that contained a deficit discourse about students and 
curriculum that was common at the school site.  
The education system has kinda dropped the ball on them. They’re just left 
them out of the loop and then it’s us that – special education teachers that 
pick it up and have to do it by law, teach them all this stuff. There’s nothing 
in the curriculum that is specifically designed for these guys to do. I think 
they (the curriculum writers) are doing a curriculum for it. But if it’s in line 
with what the mainstream curriculum is, then they are wasting their time. (Mr 
B, Interview) 
Mr B introduced the mainstream versus special education discourse to the 
discussion, “…if it’s in line with what the mainstream curriculum is”. This 
highlighted his belief that a separate system of education for students with disability 
was needed. The use of the word mainstream is commonly deemed “dated” or old 
fashioned in the contemporary educational context (Grenier, 2010). Within my 
observation notes, diary entries and interview data the word “mainstream” was used 
commonly by the work group. Its use in discourse signified to me a strong boundary 
between the SEP and the rest of the school. Though never explicitly expressed by the 
research partners its use represented a mentality of us and them or mainstream versus 
special education, common in the educational community.  
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The finding of this mentality in interactions supports Grenier’s (2010) 
observation in other school systems that, “Conflict between the two models emerges 
because of the classification system that distributes resources based on students 
identified disability” (p. 389). Grenier (2010) described the challenge of another 
school leader attempting to make change that has linkages to the Smart State High 
School situation. Grenier (2010) explained that in the school site, “Entrenched and 
dated views of disability perpetuated a resistance to change - making their vision a 
long and difficult process” (p. 393).  
Significant Meme 
The use of the word mainstream and special education at Smart State High 
School was a meme because it was transmitted within and outside the group. The use 
of the memes, mainstream and special education, foregrounded an us and them 
mentality. The origin of the mentality is based on the classification of students with a 
disability that distinguishes between normal and abnormal (Allan, 2008) and is then 
supported by separate resource allocation. Each time the meme mainstream and 
special education was transmitted at the research site, it reinforced and maintained 
and justified the speaker’s belief and actions for the need and existence for a 
specialised program and curriculum for students with a disability. For example, Rita 
described a situation where she accompanied students from the SEP with other 
students and teachers on an excursion (Source: Interview/Rita).  
Rita reported that a teacher said to her, “You can look after the SEP students 
because you are paid more money than us”. Rita said, “I was crying because of the 
attitude that some think we get more money so we can do everything.” (Source: 
Interview/Rita). The fact that Queensland teachers in specialised programs are paid 
more than other teachers reinforces the specialness of the role that requires a 
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monetary reward for the expertise. This allocation by the education department of an 
allowance for teachers in special education programs, even though it is very small, 
provides others with a justification for not taking responsibility for the teaching and 
learning of all students.  
Many Queensland teachers in schools with a SEP, would recognise the, “I’m 
not paid to teach that kid” power meme. Rita also offered another power meme that in 
my experience is commonly used in many other schools. This power meme is used 
by some teachers justify their actions when they say; “I’m not trained to teach kids 
with disabilities.” Rita told me while laughing that she usually responds to that by 
saying, “Nor am I. I am a primary trained teacher”. She challenged the power meme 
by using another meme.  
James also spoke about the views held by the teachers in the mainstream 
regarding the role of the SEP. He referred to the location of the SEP in a separate, 
purpose built building to the rest of the school as a reason for why some teachers did 
not take responsibility for the curriculum of students with disabilities. He assumed 
that the existence of a separate and purpose built space that contained the SEP 
contributed to the maintenance of an us and them mentality.  
My assumption (about what mainstream teachers think) would be that we are 
given our own separate block in the school, we should do our own thing and 
not involve them. When we have conversations over here what is the general 
perception of the SEP is, that’s what it comes down to. We are our own 
identity, we should do our own thing. But we try to explain that you’ve got 
these kids in your class, you’re trained to make modifications, scaffolding. It’s 
not our job. It’s not our kids. (Source: James/Interview 1/line 17) 
James suggested that, “…a whole lot of education about the SEP as a whole needs to 
go on” (Source: James/Interview/line 19) would be needed to overcome the 
confusion about roles and responsibilities about planning.  
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Just as James and Rita had done, I would suggest that if not challenged by 
other members of the work group, a deficit meme would become part of the discourse 
of the work group that would influence attitudes, beliefs and practices of others. The 
existence of particular power memes that transmit a deficit discourse within the 
cultural group of Smart State High School is a finding that contributes to the current 
body of knowledge about why resistance to change occurs in the field of education. 
Learning to recognise and challenge power memes and the assumptions behind it 
(Aleman, 2009) is necessary for what Graham and Macartney (2012) describe as 
“…speaking inclusion into action” (p.199). This requires interrogation of discourse 
through critical reflection and ongoing discussion “…to negotiate meanings and to 
ensure the language and approaches they are using actually reflect what they are 
trying to achieve” (Graham & Macartney, 2012, p. 199).  
7.5 Summary of findings about this interaction set 
A complex set of practices and interactions were observed, reported, and 
analysed about the role of case management and curriculum planning at the SEP. 
There was confusion by staff about their roles and responsibilities in this area. This 
confusion by staff led to practices and interactions that further excluded students 
with disability in classrooms and learning. For example, the responsibility of all 
teachers for planning was not explicitly designed with and communicated to all 
school staff. 
Throughout the data about interactions and practices related to case 
management and curriculum planning, staff used a discourse of either strengths or 
deficits when speaking about the learners, curriculum and teachers. They used this 
discourse to explain, justify or background the practices of staff. Memes such as 
inappropriate curriculum; incapable students; mainstream and special; and I’m not 
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paid to teach those kids, are examples of memes that were transmitted by the group 
and contributed to an us and them mentality limiting collaborative planning, teaching 
and assessment. This us and them mentality was related to the existence of a separate 
resourcing model for students with and without disabilities based on categorization. 
The Head used a variety of power practices to interrupt and sometimes reinforce 
unintentionally this mentality. 
Table 7.1 provides a summary of the descriptors, methods and manner, 
observed, and reported during the research period. As with the previously discussed 
interaction set, some practices that were used by the HOSES to get staff on board 
were not always used to keep them on board. For this summary, I have combined the 
practices (methods and manner) observed through-out the interactions used to get 
and keep staff on board.  
                   Table 7.1 Summary of methods and manner 
Method 
(observable 
practice) 
Language choice, discussion, meeting minutes/notes, 
budget/resource allocation, information sharing/delivery, 
availability/visibility, decision-making, conversation, reminder, 
process/procedure, sharing, vision/strategy sharing, follow up, 
record keeping, observation. 
 
Manner 
(how and 
why of doing 
something) 
Transparent, accountable, positive, reactive, proactive, collaborative, 
strategies, encouraging, pattern seeking, empowering, expected, 
influential, advocating, persuasive, open, explanatory, sense making, 
consistent, responsive. 
 
Though some of the practices could be determined as managerial, as opposed 
to leading, the use of the analysis methods of pragmatic horizon analysis and cultural 
circuits model (Carspecken, 2006) indicated that these practices were employed by 
the leader to encourage staff to “…want to do what needs to be done” (Bennis, 2000, 
p.27). 
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Chapter 8:  Final Findings and Conclusion 
Though this chapter is titled conclusions, I draw the reader’s attention to the 
fact that there are never any definitive conclusions from an ethnographic study 
(White, 2011). This chapter presents a summary of findings of both interaction sets, 
followed by discussion of the significance of the findings under headings devised 
from the research questions - Sections 8.1 and 8.2. The findings discussed here are 
the most significant findings that contribute or extend on the existing field of 
knowledge in the area. I then present a discussion about the significance of the 
research findings to practice and theory and a discussion of the research project’s 
limitations. The chapter concludes with suggestions for future research stemming 
from this project in section 8.3. 
 8.1 Practices of power 
8.1.1 Findings 
Leadership 
The variety and number of practices of power by the HOSES was a significant 
finding of this research. The method and manner used to describe these practices 
appear in Table 8.2. For example, Violet encouraged follow up; she used persuasive 
language during discussion; and, she used a friendly, positive tone in the newsletter. 
Her application of these practices powered her leadership to assist the change she 
wanted. The number and variety of practices observed were a result of the complex 
and significant issues that Violet responded to e.g. exclusion and power. The 
importance of these issues raised the level of her practice to above those described as 
simply managerial. Working across and within dual structures to overcome exclusion 
added further to the complexity of her role. This was compounded even more by the 
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importance of the wider social issues she dealt with related to social justice and 
equity. 
Table 8.2 Summary of methods and manner, overall. 
Method 
(observable 
practice) 
Language choice, discussion, meeting minutes/notes, 
budget/resource allocation, information sharing/delivery, 
availability/visibility, decision-making, conversation, reminder, 
process/procedure, sharing, vision/strategy sharing, follow up, 
record keeping, observation. 
 
 
Manner 
(how and 
why of doing 
something) 
Transparent, accountable, positive, reactive, proactive, collaborative, 
strategies, encouraging, pattern seeking, empowering, expected, 
influential, advocating, persuasive, open, explanatory, sense making, 
consistent, responsive. 
 
All of the practices Violet used were important and highlighted the complexity 
of the HOSES role and responsibilities at Smart State High School; e.g. transparent 
decision-making (see Table 8.2). However, what was important was that these 
practices were backgrounded by her need to improve school-wide inclusive practices 
and student achievement. She had a broader vision for the student achievement that 
went beyond the physical and attitudinal boundaries of the SEP. In many ways Violet 
needed to rely on her normative power (the power of her position), though not 
always valued, to achieve this broader vision. The most significant and influential 
practices Violet used were pattern-seeking and sense-making and her use of student 
and community voice in planning.  
 Pattern-seeking and sense-making 
The most significant practices found to contribute to achievement of inclusive 
practices and improved student achievement were those that Violet used to pattern-
seek and sense-make. Though highly influenced by the ethical dilemma of exclusion, 
Violet used a research based approach to persuade others to want to change their 
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exclusionary practice. I found she purposefully devised new data collection tools, 
analysed existing and newly collected data and reported findings to her community. 
The findings illuminated Violet’s understanding of the importance of data and 
analysis in the education system and she used it to power her leadership. She highly 
regarded the rigorous and academic use of data to influence evidence-based decision 
making. This was reflected in her collaboration with a university to develop and 
implement the IEP data collection tool.  
Student and community voice 
Also significant to her leadership was the finding that Violet highly valued and 
sought the inclusion of parent, student and staff input as vital collaborators as a 
practice in the change process. This engagement with a complex, diverse, wider 
community and to value, influence and persuade others is another example of how 
her practice was more leader-like than managerial. Violet challenged existing 
structures and hierarchies related to the positions of teachers and students by 
persuading staff to accept and utilise the opinions and views of students and parents 
when planning and delivering curriculum.  
8.1.2 Implications for application and contribution to theory 
Practical implications 
Duality of structures 
The implications of the practices of power used in the research site have 
significance to any middle management staff working in a context of dual structures 
– special and general. The existence of boundaries relating from the duality of 
special and general education is a significant finding of this research that supports 
other observations in school systems internationally (Allan, 2008; Slee, 2010). A 
cohesive structure, rather than the duality that currently exists, is required before 
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policy writers and school leaders can expect the change they espouse in documents. 
Ultimately, a cohesive structure that blurs these boundaries could begin with a 
renaming and enculturating of the role of special education staff. The word special in 
the name of roles, programs and spaces contributed to the confusion at Smart State 
High School for responsibility for the education of students with disabilities. The 
word special was a meme that contributed to the maintenance of categorisation, 
separate resourcing and the attitude of deficit between staff members.  
Interrogating discourse 
The importance of interrogation of the practice of discourse to change actions 
in schools was also a significant finding that supports the arguments that power 
practices may be just as important as leadership styles in the change process. The 
significance of the discursive act of sense making as a practice by a leader at Smart 
State High School aligns with the recent work of Thomson, Hall and Jones (2012). 
They advise schools that effective change practices should include leaders making 
sense (Fullan, 2000; Thomson, Hall, & Jones, 2012) of policy. This research 
highlights further that sense making requires identification and interrogation of the 
dominant discourse, even to the extent of the use of research-like practices (pattern 
seeking); e.g. data collection, analysis and communication of results. 
Leadership and management 
All of the practices of power found, including the use of sense making and 
pattern seeking, reflect the complexity of the HOSES role at Smart State High 
School. It leads me to disagree with the placement of the HOSES role in the 
managerial strand for human resource organisation in the Queensland Government. 
Instead I offer the findings of this research for broader academic discussion about the 
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real value, regard and contribution that the role has to enact inclusive practices as one 
of leadership and purposeful management.  
Theoretical implications 
Replication of practice 
This research supports some of the aspects of Giddens’s theory (1984) that may 
explain why school staff may reflect, replicate, continue or change the practices from 
their experience in wider society at their work site or the school. A teacher’s life 
experience with and their beliefs about people with disabilities may influence the 
way they approach teaching a student with disability. For example, a teacher may 
witness and accept exclusion of people with disabilities to the “…margins of civic 
life” or become “indifferent” to what is happening in their community (Slee, 2011, p. 
35). These teachers in turn may replicate this exclusion and indifference in their 
professional practice. For example, the existence of and practices related to the RED 
Space at Smart State High School could be considered as exclusionary – replicating 
the existence of specialised, therapeutic programs for people with disabilities in the 
wider community. This replication of practice, which may be considered a natural 
extension of what happens in the community or what teachers believe or have been 
told happens in the community (Slee, 2011) and can become a barrier to change. The 
inclusion of people with disabilities in a school may be a concept that is so very 
different to what school staff perceive happens in their wider community and 
therefore they may resist it. To challenge these practices requires agency by teachers 
themselves and school leaders to identify and interrogate the exclusionary and deficit 
discourse that reflects the wider social attitudes and practices towards people with 
disability at the school.  
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Discourse and change 
A major finding of this research is that the discourses used in schools about 
students with disability have the power to influence change. However, the power of 
policy discourse that attempts to improve social justice and participation, even when 
well interrogated by school staff, will be rendered ineffective when the discourse of 
deficit is used in opposition. At the research site this may have occurred because the 
discourse of deficit used in the community was more familiar to teachers than the 
discourse of inclusion found in policy. 
Leadership practice versus style 
 This research also contributes to knowledge in the leadership field. The 
investigation of practices of the HOSES that contribute to change rather than 
investigation of leadership styles opens further academic dialogue. The identification 
of leadership styles have been and will continue to be a vital area of educational 
research. This research is significant as it has investigated leadership as a discursive 
practice rather than a style of leadership (Thomson, Hall, & Jones, 2012). The 
findings highlight the importance of practice as well as style or personality or 
philosophy for change in schools. By highlighting the practices of a leader, rather 
than what style a leader is identified as or identifies with, can assist the qualification 
and quantification of practice that influences positive change in schools. 
8.2 Interactions 
8.2.1 Findings 
Power Memes 
The discourse used within the SEP was highly influential on the interactions of 
the work group. Discourse that included speech, text and actions were transmitted 
within and outside the group. This discourse used in interactions reflected a wider 
social view of disability and education and reinforced the teachers’ specialisation. 
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Though not always, most of the discourse observed and analysed in interactions was 
usually deficit discourse about students, curriculum and teachers. This deficit 
discourse was powerful as it became part of the culture of the group that was used to 
maintain, change or disrupt power within the group. When particular discourse was 
imitated and repeated within the group, it became a meme. The meme was a 
significant finding at the research site as both a form of discursive transmission of 
disablement (Danforth & Rhodes, 1997) and it was a product of the educational 
structure that was used to justify, challenge, change or disrupt power relations and 
actions within and outside the group. The use of deficit based memes by the group 
was a barrier in the change process to achieve education for all as required by the 
system (as noted in education department documents) and by Violet. Politically 
correct rhetoric about curriculum, students and teachers, e.g. curriculum for all - that 
was apparent in some interactions- was replaced readily with memes of deficit when 
partners had to justify their practices that did not align with policy e.g. the 
curriculum is inappropriate for these kids. 
The reasons for why research partners used power memes of deficit can be 
assumed by reference to wider social theory such as that proposed by Giddens (1979, 
1984) . The deficit discourse used by the research partners was a practice widely seen 
in the wider community, when referring to people with disabilities. The research 
partners were creating, recreating and transmitting this deficit discourse that existed 
in the wider social structure within the work group and site. The discourse of the 
work group was so entrenched it was repeated and imitated between the members of 
the work group becoming a small unit of their culture. This practice was used to 
protect the identity of themselves and the group as educational specialists. This small 
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unit of culture or meme was used in interactions by research partners as a practice of 
power to justify, maintain or challenge their own or the practices of others.  
Even though the Head successfully, intentionally or unintentionally introduced 
power memes such as RED – Relax, Explain, Debrief and education for all, to power 
the change process and improve practice, the deficit memes used by others were 
ultimately more powerful. This was because the deficit memes were backgrounded 
by a wider social discourse of difference and the medical model of disability. For 
example, system and policy rhetoric such as education for all was silenced in 
interactions of the group by the use of deficit memes such as “I’m not paid to teach 
that kid” by teachers outside the SEP.  
The deficit memes were regarded by the group to be more like the truth and 
were used as such. Identification with the deficit discourse used in the wider social 
structure was more achievable and acceptable for the members of the group than the 
rhetoric of policy such as education for all. This was less recognisable in their wider 
social structure. The practices of power used to influence a more inclusive education 
for students by some was intentionally and unintentionally rendered ineffective by 
the use of the more powerful practices of the majority. Therefore Violet’s practices 
and interactions did not always challenge or shift the teacher deep epistemological 
beliefs about their students or their professional roles. The more powerful discourse 
was the deficit discourse found in the wider social structure and maintained by those 
that recognised it as truth. 
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8.2.2 Implications for application and contribution to theory 
Practical implications 
Power Memes 
Memes are influential as they can be used by staff to transmit discourses that 
imitate, maintain, justify and change practice in schools. As a unit of culture, the 
meme was used as a practice of power in interactions that can become or break down 
barriers to inclusion. Leaders and members of work groups can utilise the power of a 
meme to assist transmission of discourse needed for cultural change. They can be 
used as a lever for change (Ainscow, 2005). However, memes need to be identified 
and interrogated in schools as they can also become a power practice used to 
maintain exclusive, segregated practice and can act as a barrier to inclusion. The 
interrogation of memes could be included into existing processes for investigating 
school practice such as Index for Inclusion (Booth & Ainscow, 2002). 
Theoretical implications 
Power, discourse and structuration 
Through reference to some of the elements of Giddens’s structuration theory 
(1984), this research has attempted to explain how social acts are replicated within 
and outside social structures, in this case a school. No other research has used 
elements of this theory to illuminate the practices of school middle leaders enacting 
inclusive policy. The research investigates a significant topic typically viewed at the 
macro level to identify how practices of wider society are maintained, replicated and 
changed in schools and may become a barrier to inclusive practices. 
Middle level leaders 
This research is theoretically significant as research into special education and 
middle level leaders has been a minor focus in educational research to date. In a way 
its importance is relegated to the boundaries just as research into disability may be 
 Chapter 8: Final Findings and Conclusion 257 
relegated due to current political or societal priorities. The research into the value of 
middle level leaders as agents of change has also sometimes been relegated to the 
management rather than leadership field. The emphasis on practice within this 
research adds to the theories of leadership about traditional managerial practices. 
Sometimes these practices, such as meetings, newsletters, can be more like 
leadership practices when their use is backgrounded by the complexities of social 
justice and equity.  
Limitations of study 
As with any research bounded to one setting, these findings cannot be 
generalised to other settings. Restrictions of research at a single site was some-what 
mitigated by the use of multiple data sources such as diaries, field notes, observation, 
documents, semi-structured interviews and analysis tools such as thematic, in-vivo 
(terms drawn directly from the data) and versus coding, pragmatic horizon analysis, 
and, the cultural circuits model. Data was collected and analysed until the themes 
became redundant and member checking was used to assist validation. The use of 
social theories such as discourse, power and structuration to explain findings of the 
research also mitigated issues of generalisation by illuminating elements of the 
culture of the work group to the elements that exist in the wider society (Carspecken, 
1996). 
8.3 Suggestions for further research 
Listed here in order of importance and achievability, are possible directions for 
future investigations stemming from this work. 
8.3.1 Theoretical framework 
The use of Giddens’s theory (1984) has not frequently been used in research 
that uncovers leadership practices in secondary schools. The use of relevant features 
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of Giddens’s theory (1974) may provide a theoretical framework for further research 
about power practices in other educational contexts such as primary, early childhood, 
vocational education and tertiary settings. This is important as leaders and policy 
makers in the education sector continue to question why and how some practices 
become barriers or enablers to change (Thomson, Hall, & Jones, 2012). 
8.3.2 Discourse 
The identification and naming of the power meme as a unit of culture and a 
discursive practice related to leadership was an important finding of this research. 
The cyclical transmission of power memes within and around social structures that 
replicate, maintain or change practice has potential to be an element that contributes 
to social justice change processes in schools. The identification and challenge of 
these power memes can be an intentional practice used by a leader as a lever for 
change for a more inclusive school (Ainscow, 2005). This practice has the potential 
to counter the dilemmas faced by school leaders when determining inclusive practice 
in an educational environment that is influenced by neo liberal ideologies. 
Neoliberalism “…is rooted in a laissez-faire economic policy that privileges the 
market, downsizes the state and promotes an equally relaxed attitude to human 
worth” (Goodley, 2014, p. 88) For example, it would be useful to investigate the use 
of neo-liberal discourse about students with disability and how it can act as a meme 
used in the wider educational environment maintain lowered participation and 
achievement. Potential future research could identify power memes in other school 
settings or social justice policy contexts to add to understanding of if, how and why 
power memes, especially those that are hegemonic, impact on change on schools. In 
addition, research about how power memes could be used as leverage for more 
inclusive practice would benefit all schools.  
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8.3.3 Data collection 
The pilot and subsequent use in the study has shown that the work diary as an 
observation and data collection method was useful to capture certain phenomenon. 
This method could provide researchers of future educational studies with evidence of 
its usefulness to collect data when used in combination with other collection methods 
where observations of large teams across time and space is difficult.  
8.3.4 Middle level special education leaders in schools 
Another gap and therefore potential subject of investigation that emerged in the 
literature review was the issue of the lack of value placed on the role of middle level 
special education leaders in schools. Middle level leaders themselves do not believe 
their role is valued by the school community (Burnett, 2005). This research has 
highlighted the complexity and importance of the role of HOSES in the dual contexts 
of special and general education settings. A state-wide survey of middle level leaders 
and their supervisors would be useful to determine whether undervaluing HOSES is 
a state-wide issue and whether influence of the duality of educational resourcing, 
special and general, effects practice in other settings.  
8.4 Summary 
In the early pages of this document I included a quote from the report Shut 
Out by the National People with Disabilities and Carer Council (2012) . This quote 
was used to amplify the voices of students with a disability for the need for further 
research into what produces, maintains and sustains inclusionary and exclusionary 
practices in schools. The quoted student had a hearing impairment. To enhance the 
learning for this student the teacher needed to wear a microphone to increase the 
volume of her speech. This increased volume would have been delivered only to the 
student by a wireless device.  
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I remember my Year 8 science teacher said she couldn’t wear my 
Microphone because it put holes in her clothes. I couldn’t do anything about 
it….she was the teacher – I was the student. For the record – I failed Year 8 
science – and it had nothing to do with my ability because in Year 9 science, I 
had a teacher who wore the Mic and I topped the class (National People with 
Disabilities and Carer Council, 2009, p. 46). 
The findings of this research contribute to the explanation of why the above 
situation may have occurred and what practices of power were in use. For example, 
the teacher placed her own needs before that of the student regardless of the 
requirements of policy, social justice or common sense to make adjustments to 
enhance the learning by the student. The teacher’s needs did not result from a lack of 
knowledge about educational adjustments for students with disabilities, as sometimes 
proffered, but possibly from an attitude based on the traditional hierarchical 
relationship of teacher and student. As a holder of this attitude the teacher would not 
accept that the student, especially one with a disability, could direct what the teacher 
does in the classroom. This attitude would become a practice of power when she 
refused to wear the microphone. This refusal was justified by her, as reported by the 
student, because it would leave holes in her clothing.  
In my experience, most teachers reading the quote from Shut Out would be 
alarmed at the dismissive and discriminatory action of the year 8 teacher. However, 
what is more alarming is that the teacher refused to wear the microphone for a whole 
year. If this was really the case, I would be concerned as to why her practice was not 
challenged by peers or supervisors. Why was this practice not challenged? Did the 
school leaders not know about, care about or just ignored the practice? If they did 
know, perhaps they did not know how to challenge this practice. Did they fear the 
repercussions of challenging this practice? On the basis of my observations and 
findings at the research site, I would imagine that the discourse about the use of the 
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microphone would have been transmitted throughout the work group and became a 
power meme. Possibly the school leaders and fellow teachers were not aware of the 
policy and legislation that governments hope will direct their practice. Perhaps the 
staff did not have occasion to interrogate local, national and global policy and 
agreements, such as the Inclusive Education Statement, 2005 (Queensland 
Government, 2005), and challenge their practice including their discourse through 
purposeful learning opportunities.  
It is accepted in the inclusive education community that what works well for 
children with a disability works for all children (Doyle, 2004; Gartner & Lipsky, 
2005). Achievement and experience of students with disability can be a barometer of 
the inclusive nature of a school for all children (Mitchell, 2005). The importance of 
leadership in how it supports the inclusive education reform is also known (Ainscow 
& Sandill, 2010; Shaddock et al., 2007).  For example, the attitude and commitment 
of leaders to social justice and having a moral purpose that directs their practice is 
vital (Fullan, 2003). By interrupting deficit discourse and reflecting on the practices 
of the group the school can move inclusive practice forward for all learners (Ainscow 
& Sandill, 2010; Riehl, 2000).  
All children have a right to an inclusive education not just those with a 
disability. This is a basic tenet of social justice. Many power memes are transmitted 
as units of culture within a work group and may become barriers to inclusive 
education and ultimately social justice. These power memes exist in the wider 
structure of schooling not just at Smart State High School. The social context can 
situate disability and other groups as inherently negative or deficient. A curriculum 
for all might be more achievable when deficit memes are recognised and challenged 
in purposefully planned social learning opportunities. Ainscow (2005) might 
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describe the challenge of memes as levers for change. As Ghandi (NA) is reputed to 
have said, “We must be the change we wish to see in the world”. To be the change 
we wish to see, leaders must use language to transmit the change, and challenge 
others also, and when used as a purposeful practice this language will influence 
practices of social justice in schools. 
Language carries within itself the seeds for transformative politics – once 
spoken into existence we can, with care and strategy, cultivate an ethical self  
of which ourselves are the author. (Graham, 2010, p. 62) 
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Appendices 
Appendix A: Definitions of terms 
Exemplary leader – demonstrates a set of characteristics based on the extent of their 
responsibility; recommendations from others; reputation in the wider 
professional arena; rigor of results and achievement; recognition through 
awards.  
Manner of practice – the how and why of doing something e.g. positive  
Method of practice – someone’s set of skills that are observable and can be 
described by another person e.g. language choice. 
Object of leadership - a tangible, concrete and socially constructed leadership 
artefact. Artefacts such as meeting minutes, memos and newsletters are 
considered an object of leadership practice if they were strategically deployed 
by the nominated /formal leader with the purpose to affect some sort of 
change or communicate proposed change. 
Practice – a set of observable skills or ways of doing something within a social 
group that are chosen purposefully, habitually or on a regular basis.  
Set of interactions - a recurring number of interactions (face-to-face, written and 
online) that occurred over time and space, about a particular topic or issue, 
that involved most of the research partners. 
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Appendix B: Inclusive Education Statement 
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Pilot article 
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